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ABSTRACT
A case record methodology for documenting the

behavior of individual children in the Head Start Planned Variation
program is reported. Planned Variation is an attempt to provide
longitudinal, comparative information as to the effects of formulated
models on children served by preschool education programs. The report
documents the behavior of children to determine if or where the
Planned. Variation Models produced identifiable variations in
behaviors. Chapter II discusses child behaviors and model c.

orientation, with conclusions drawn. as. to relative strengths and
weaknesses of each type of model. Verbal statements of teachers and
aides-were also analyzed as to their dimension of support or
non-support forthe child's behavior. Chapter III discusses
role-learning behavior; attending patternd,independent/dependent
patterns, sand patterns of expressing feelings. Interviews of parents
are summarized in regard to their perception of changes. Documents

. I

were also summarized according to the child's interpersonal behavior
adults, his behavior toward peer, and his task-related style.

.The final chapter describes the use of.this,approach with a
background discussion df,the naturalistic. tradition 'and t e study of
behavior. Appendices include data onlihe observational te m,
organization, performance comparison,definitions, and sample
records. (LH)
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PRE7ACE

For a second year the Institute for Child-Study has been under,
contract with the Stanford Research Institute for the purpose of
studying children in the Planned Variation Head Start Centers. The
unique aspect of our role was that we utilized a case record method !
ology for documenting the behavior of individual children. We are
very appreciative of the interest and supportof the many people Who'
aided our effort. :

Our thanks and admiration aie expressed to,Dr. Tor Meeland, Dr:
Jane Stallings and the staff at the Stanford, Research Institute in/
Menlo Park for their, coordination of an amazingly diverse evaluatiOn
effort.

Head $tart Directors, coordinators, teachers and other cenear
personnel throughout the United States were generous in their cOn-.
tribution of information and gracious in their welcomes.

. 6

We wish, to express our appreciation to Dr. Lois-ellin Datta,
Chief, Head Start' Evaluation, Office'of Chiild Development, and Dr.
Jenny Klein, Senior Education Specialist, Head Start. Throughout
the Planned Variation Study they have constantly supported and en-
couraged us in our belief that the case record methodology could
yield. unique,.valuable information about the child's Head Start
experience.

'Additionally, we wish to acknowledge our colleagued in the
College of Education at the University of Maryland. At various
stages during the projeCt, staff and.students have contributed

'questions and ideas regarding the conceptual,and analytic aspects
i ofthe study. Dr. William D. Schaffer and Dr. Robert Hardy parti-

-cipated, specifically, in statistical-summarization of these data.
The secretarial staff maintained, good humor throughout what must
have appeared to be endless case record material. Lynn Yarrington
served an omnibus role throughout the finalpreparation of this
report.
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ChapteryI

INTRODUCTION

The belief that experiences of early childhood are prepotent in the

child's later intellectual and emotional' functioning, and research indicating

that socio-economic background offers differential opportunities for growth

(Deutsch et al, 1567 and yavenstedt et al, 1967) were important

factors in the formation of the Head Start Program. Head Start aims at

contributing to the disruption of the poverty cycle by providing preschool

experiences whichwould, among many other objectives3 foster the chiLl's

emotional and social development, promote mental processes and skills,

and increase his capacity to relate positively to others.

Early in Head Start's development, research was foctised on studying
.%;

outcomes from the diversity or "natural variation" in the various programS.

Although some Head Start programs seemed to produce immediate gains in

learning ability, the duration and. relationships of these gains to specific

strategies needed' clarification.'

From these earlier, basic questions a series of higher order questions

has emerged about processes that characterize different` pproaches.to

preschool education. Planned Variation is an attempt to crovide longitudinal,

comparative information as to the effects of formulated mo1dels on children

served by these programs. The issues addressed byPlanned Variation as noted

in the first year report* are:

The relative effects of various well-defined compensatory education
,strategies on Head Star /children and their families.

*Implementation of Planned Variation in Head Start, DHFW, Office of Child
DeVelopment,(Washington, D.C., Superintendent of Documents, 1971), P.1.



The l'ailting effects of continuous intervention following the same
educational strategies over several years.

'The contribution of intervention in breschool in contrast to inter-,

vention in primary grades.

The.nature of experiences provided by different programs.

The processes,which account'for programs' effects.

0The mechanisms of curriculum implementation. What does-it take to
initiate and carry out different curricula in Head Start?

The Planned Variations

Merl are 11 prescribed Planned Variation Models which are grouped

according to thelolloWing categories: preacademic, discovery, cognitive/

discovery. In addition, there are models which express. theobjectives of

a community with the assistant of a Consultant or "enabler." A description

of the first three-model types is given in the first year report:*

The Preacademic programs are theEngelmann/Becker academically-oriented
and the Bushell behavior analysis models. Both foster development
of preacademic .skills,-such as number and letter recognition,
reading, writing, and instructional language) their techniques
-include use of systematic reinforcement.

The Cognitive Discovery programs are the Florida parent - educator.
model, the Tucsbn early education model, the Nimnicht responsive model,
the Weikart cognitive model, the Pittsbutgh-PEP model, Responsive
EtAronment Corporation and NYU (Deutsch). Each promotes the growth
of basic cognitiveprocesseq such as categorizing, diff
abstracting,,and inferring by providing continuous verb 1 accompani-
ment to children's sequenced.exploration.

The Discovery programs are the EDC pragmatic action-oriented model
and the Bank Street College Model. Both foster learning as part of
the humanistic growth of.the "Whole Child" by encouraging such
experiences as free exploration and self-expression. They place heavy
emphasis on the child's sense of self-worth, of trust in
adults and the world, and respect for others.

Enabler or Consultant Models permit a community t\so3develop a program
which will be, responsive to its own goals and aspi9itions. A
consultant assists the community in implementing its design.
Theoretically, these models can be highly idiosyncratic, and maximize
regional or ethnic emphasis'. (p. 7)
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The Institute for Child Study (ICS) at the University of Maryland,

in conjunction with the larger evaluation program supervised by the

Stanford Research Institute (SRI) Menlo Park, California, has been en-

gaged in documenting the thiperientes and behavior of selected children

in the Planned Variation Models of Head Start. ,

The Case Record

The descriptive method used by the Institute"for documenting be -,

havior is in the naturalistic or anthropological tradition, in the form

of a case record. As a naturalistic' method, the case record recognizes

the relevance of the contextual framework and the importance of the

1

Various case record styles have been described by Prescott (1951);

Perkins (1969); Kyle (1971); Barker and Wright (1951); Barker et al

chaining of events.

(1961); and Barker (1964).

The Maryland case record approach has been used as.a tool for

professidhals and researchers. In professional, service, the approach

has been utilized in identifying recurring patterns of behavior co help

teachers, parents and others to understand the essential style of a

child as he functions in his world. The research service of the case

record is discussed in Chapter IV.

The case records are developed in this investigation according to

1

the following procedures:

Recording is done both in the Head Start setting and later from

memory. Rough notes are taken and later expanded. The observer is asked

to focus on a single child interacting with his environment.
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Observational Periods usually last'from ten to twenty minutes with

thirty minutes generally being the maximum. The activities being ob-

served influence the length of the observational period.

Settings vary in curriculum elements between sponsor models; how-

ever, certain setting features are common. Observer records typically

include samples of various clock hours ( a child observed early in the

day .on Monday would be observed later on a second day); various degrees

of claSsroom structure (the child's behavior £n "free" play and "structured"

assignment is recorded); unique periods such as transition and stress, i'. .

How does,the child behave when he is asked to change activities? How does

o

he initiate requests? How does he ask fOr "help"?

The anecdotal records are supplemented by interviews with parents,

teachers, aides, cooks, bus drivers; etc. 'Parent.; are. interviewed in the

Fall and Spring.

Challenging the record occurs when the observer returns to the

Institute and - =involves a series of Steps leading. to further refinement.

Observers are asked to read records to each other for the purpose of

clarifying statements, adding needed details an eliminsting'psychological

Items and inferential conclusions.

The Sample

In the present study, an.observation team consisting of ten full-time

Institute staff members and five doctoral, students (see Appendix A) studied

children in each of eleven prescribed mOdels,,Tlus two consultant modes.

Case records were developed on a sample of 46 children, 1 24 boys and 22

girls. The children were selected according to predetermined positions

1
The original sampleqiumbered 48. Two children left the Head Start
centers after the fall visits.

9



on clays lists. The same childrenwere observed on repeated visits:

'inter and .pring. Each visit consisted of a 2-4 day observatiodal period

within la clo.sroom. Four children were to be observed in each -f the

models visited.

The decision concerning which geographic location to choose was based

on 61e, SRI test plan. Case records were developed at those locations were

SRI was doing'a-maximum amount ocother testins. It was anticipated that

further analysis of both the case records and other outcome measures would

be most fruitful if the case records were developed:Where maximum testing.

was planned. (The locations of the, models in which the case records were
7

developed are identified in Appendix A.).

The Report

The report which follows is based on these longitudinal observations.

The case record method of descriptiotvwas used to document the behavior of

=Nchildren. These documents Were then studied to find utt where; if at ,all,

the Planned Variation Models produced identifiable variations in child he-
.

haviors. In Chapter II, Laura L. Dittmann.discusses child behaviors

model orientation. Case record data obtained\during the year are viewed
.\

in terms of: differences of models 'in their impact on children; differences

between models on the overall behavior of children in the classroom; and
, .

(

differences of models in their ability to meet the ne ds of particular

children. Based on analysis of individual cases within each model, con-

) elusions are drawn as to the relative strengths and weaknesses of each type

of model. In addition, Joan °Aunt analyzed the verbal statements of teachers
,
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and aides as to their dimension of support or non-support for the child's

behavior.

These documents were also studied to find out how well the behavior

observed across models corresponded to the expectations one might have

based on a knowledge of child development theory and general pedagogical

principles. In Chapter III, David G. Kyle discusses role learning beha-

viors, attending patterns of behavior, independent/dependent patterns and

patterns of expressing feelings. He also summarizes the interviews of

parents in regard to their perceptions of changes which they have noted

during this Head Stan Planned Variation year.

Final y'/ , Lhese documents were_studied to explore a methodology

for statistical summarization.. These documents were summarized according

to three areas: the child's interpersonal behavior toward adults; the

child's interpersonal behavior toward peers;and.:the child's task'related

style.

In Chapter IV; Garry L. McDaniels describes the use of this approach

with a background discussion of the naturalistic tradition and the study

of behavior. It was hoped that this method might allow probability

statements about behavioral changes noted, i.e., behaviors not easily

studied by the available psychometric technology.

11



Chapter II

PROGRAM CONSIDERATIONS

The teacher is choosing new helpers. Barry says, "I
want to be one." Teacher explains that she draws the names
out of a box, and cannot see the names. Barry was not chosen
and said, "I wanted to be something."

...excerpt from a case record.

When Barry' Plea is turned around, it can be used to state the

goal of all the models. The Planned Variations of Head Start are all

conceived in an effort to help each child "be something." The extent

to which this goal is achieved, is, quite obviously, being examined in

study of Planned Variations. By taking an intensive look at a few children

in each of the models, the Institute for Child Study is attempting to

document the experiences of the children in the Head Start environment.

The particular focus is on their general approach to stimuli, their

interpersonal relationships, and-their perceptions of themselves as

competent people, in behavioral terms.

It is proper to look over the case records of the children at'year's

end with the following questions in mind:

1. Are there differences among the models in terms of their im-

pact on the children in the Course of a year?

2. Do some models consistently fail to meet the needs of parti-

cular children?

3. Are ,t1Te'-ft demonstrable differences between the models in over-

all behavior of the children in the classroom?

4. Are there differences between the model types in the amount of

verbal support and verbal non-support given to the children by

the teachers and aides?

12



Complete records were available of 46 children, 24 boys and 22

girls, for the 1970-71 Head Start year in 12 models of Head Start, 10

sponsor and two consultant models. A complete record consists of observa-

tions in the classrooM for 2 or 3 days in the fall and spring; and 2

days in the classrooM in the winter (January or February),. In addition,

the observer prepared a summary statement of the year, condensing the

anecdotes into an impressionistic account of a page or less, and stated the

general patterns of behavior for the child in behavioral terms for each of

the three visits. These are called "recurring patterns."*

Several children were absent at the time of the winter visit; one

boy was absent in the spring, and the observer had to depend on a report

from his teacher. Only the summary statements and recurring patterns were

available on 4 additional children, 2 boys and 2 girls, in a thirteenth

mod21. These four children will be included in the following analyses'

when appropriate.

One way to handle the mass of data produced by this type of naturalistic

observation is to assign each child to a general level of functioning at

the beginning of the program on the basis of his expected level of operation

for the age. This might be called a clinical estimate of functioning level.

Children who appeared to be responsive to each other and to adults,, to have

an appropriate level of communication, and to be ready to profit from the materials

and the teaching situation were placed in a group identified as "plus."

Examples of the protocols by which children were assigned are as follows:

*A sample case record, with summary statements and recurring patterns
is appended (Appendix F)

13
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Child C. She knows all the words to the songs, the
dances, the motions for circle games, can count to 10,
knows who is "present" or absent. She is always the
first child to call out an answer in response to the
teacher's questions, her voice is loud, clear; her re-
sponses correct. Remains with a single activity for a
great length of time; seated without fidgeting. Teach-
er selected C. as one of her "best pupils." She is se-
lected to try new equipment first.

Child R. Knows adult names, relates easily Co them,
converses, greets, remembers names; very much at ease.
Touches my arm, knee. Laughs and smiles frequently,
plays well with children in class. Prefers one girl
(B.) but has other friends also; possesses a long
attention span; follows directions easily, obeys imme-
diately; has good physical coordination; enjoys success,
does not like to fail. Stays at top of his class in
almost all activities; asks questions if unsure; goes
beyond expectation in intellectual tasks; amuses class
during group discussions; impersonates monitors, has
vivid imagination, talkS freely and volunteers first;
wants to have his own way, and arranges to; shows
pride in his appearance, makes requests politely, re-
cognizes classroom expectations and adapts immediately,
recognizes his learning capabilities as well as, his
lack of mastery of some learning tasks.

These two children are obviously "winners" to begin with. To a les-
,

er extent, however, many other children entered the program with an im-

pressive array of qualities predictive of success. Seven boys and ten

girls were judged to be in this category at the outset on the basis of

statements made by the observers.* The rest of the children were placed

in the category of children who\presented marginal or serious deficits in

their development, both interpersonal and intellectual. Two boyS were

*These ratings were made by the writer of this chapter, LLD, who had no way
of knowing in which model. the children were placed. A pseudonym had been
given the child by the observer, which was in turn replaced by/another
pseudonym in the listing of recurring patterns. A chart of all ratings
is given in Appendix D.

14
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judged to be in the deficit category in terms of interpersonal skills but

adequate in intellectual attainment...

Children judged to be in the deficit category were described in such

terms as the following:

Child S. Sucks on thuinb, puts. .0ther thumb in navel
during free play group, and inaiVidual activities.
Responds slawly,.but appropriately to requests di-
rected specifically at her, unresponsive to smileg
from adults; visual gaze undirected. Looks. slowly
about the room during all activities; submits to
requests without verbal response waits 10 to -15
minutes before entering into unstructured-play, gets
objects from other children by moving in--no ver-.
bal interaction, eats little and does not try all
the food offered.

Child A.s Wiggles and squirms in his chair; ,fingers
in mouth and on face at work time; uses `spring duck
and slide on playground in solitary play, walks in
free play period, enters. into group games with zest,
but is not one of the gronp',,plays alone at free
play; is slowand listless much of the time.

Seventeen boys and fourteen girls were placed in this deficit cate-

gory. The relative positions of the children could then be examined at

the end of the year on the basis of a comparison of their fall and

spring ratings.

Te.iestion One: Are there differences among the programs in terms of

their impact on the children?

As described in Chapter One, the models have been placed into model types

according to their emphasis on teacher-direction versus child-selection of

activities and according to the learning theory espoused. The general

categories, rather than individual models, will be used in the comparison of

programs since so few subjects were sampled in each individual classroom.
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Preacademic Models

In the'Preacademic models,, all of the boys were judged below average

at the outset. All of them moved forward in the year. Two of the boys

gained in attention span, orientation to completion of tasks, and attainment

of skills in preacademicork. They did not gain in interpersonal competence.

Of the four girls in the two models of this type, three were seen as "plus"

to begin with. Of these, one lost interest and became phssive and withdrawn

during the year.

Jane begins the year as the teacher's dream, interested in all
her work, quick with routines, cooperative in assignments, comfortable
with her group of friends, all girls. By spring, her involvement
in the structured lessons decreased althoAgh her performance
continued to be high: She began to sit in a perfunctory way,
repeating assignments, after she finished her book. She seemed
more subdued in general response, and less outgoing in every way.
On the playground she tended to go to the swings, and pump slowly
back and forth or to lie on the seat and turn.about. In the play-

room, she tended to straighten the doll corner.

The-other.two girls seemed to maintain the lead they came in with, and

one was rated as having achieved real status as a leader of her table, albeit

sometimes a leader ofmischief and friendly teasing. The other was seen as

still "exhibiting the Confidence shd showed earlier rd-classwork, but also

'freer in expressing feelings, with a show of affection for peers and teachers.

She laughs frequently, at,appropriate times, and her eyes twinkle when she

is excited, this primarily when she is interacting with peers."

The one girl seen rn the deficit category gained, at least marginally,

is described at year's end:

The non-constructive, sometimes inappropriate behvior which Mary
exhibited at the beginning of the year has not disappeared - she
still frequently bursts out with loud, raucous laughter (sometimes.
for no apparent reason, other times when she or a peer makes a
mistake), runs wildly around the room or playground, or attacks
peers aggressively, without provocation. .

16
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However, Mary's behavior now also includes some initiation of
friendly gestures toward peers - she may suggest.to a peer that
they. play together, or approach a peer and put her arm around her,
or him. In some instances Mary joins a large group activity,
but this occurs only,gpbradically, and then is short-lived.,
Mary also exhibits some' interest in individual activities; if
there is an end product, she proudly shows..it to the teachers.

. :

In the classroom, Mary now gives some attention 'to the teacher
and to the task at hand. Earlier she made every effort to avoid
any involvement in the learning situations; any response appeared
to be a guess. Now Mary seems. to feel--Less need to avoid; 'although

)
she doesn't as yet exhibit any confidence in her ability to learn,
she does stay with it and makes an effort to give the right answer:

'A

'-t- The Discovery Models

Two classrooms were represented in the models designated as'DiscOvery.
k

All four boys again were judged to be ,below average at the outset, .and each

of them showed a clear gain in the course of the year. One of the boys

attained a marginal gain in his relaticnEhips to others, in the sense that

he became aggressive toward those w:.o impeded his actions.

At the outset he was seen as working an playing by himself, and
avoiding group activities. He chose friends'who were socidmetric
"stars" but seemed to accept a submissive, follower role for himself.
By,spring, he changed from the docile follower to-that of the
aggressive-temperamental "loner." He no longer allows his peers
to intimidate him, or to take advantage of him.

Only three girls were included in the final reports. All three were

judged in the deficit category at theoutset; two moved up and one remained

marginal in general performance. She could not be rated accurately because

she had been absent a great deal, and was abaent from school during the

last visit although she was visited at home. She was reported to have changed

little, if at all, between the fall and winter visits, but when seen in her

home in the spring, she recognized the observer, took a book and brought it

to the visitor, ostensibly (non-verbally) asking him to; read the book for

her.

17



Cognitive/Discovery Models

Seven classrooms fall in the general category of Cognitive/Discovery.

Of the 14 boys in this type of classroom, seven were judged below average

at the outset. Six of these gained in all ways. One boy showed great progress

in handling his interpersonal relationships, but did not 'move in skill areas.

The 6 boys judged above average held this position or moved forward. Of

the 14 girls in these models, 8 were judged to be below average at the outset,

and 6 showed marked progress. Two seemed not to develop markedly, yet showed

progress.

Of the six girls,who entered the program with a "plus" rating, all

retained their plus rating, or moved to an even higher level. One girl,

characterized as like a Head Start graduate at the outset, continued'to stay

well ahead of the others. She can read and write her name, and functions

without. much adult help. There is some question as to whether this program

offered her enou5h stimulation. One was rated as even more outstanding in

the spring than in the fall rating, after a winter slump.

Enabler Models

Two of the classrooms observed are designated as Enabler models, by

which the goals of the community are implemented through consultation.

Of the 4 boys observed in two models of this type, 3 were seen as below

average at the outset. These three moved forward. The boy who entered

with a plus rating maintained this status. Of the three girls observed,

two were seen as below average, and neither of these girls made the progress

expected during the year. One girl, in model C, was seen as follows:

Jill appeared less well mannered during the third visit.
This may be the result of the frustration she felt in
the situation. She yelled more, ate with her fingers more, and
was generally much less responsive to teacher requests and direc-
ions. She never developed close relationships with members of

the group and there were longer periods of playing alone. She
began being belligerent with peers.

18



The second girl was described asi follows:

.-Tracy does seem to seek affection in extremely subtle ways which'
are not picked up'by those around her. Because of her
undemandingness she is largely ignored.

Tracy doeS not seem to be challenged by the materials for
creative expression , and is still at her fall level'of
(above average) skill in fine'motor activities. She is well
coordinated and daring in her physical activities, jumps and runs
with grace. She alternates periods of high activity with 'periods
of passive participation or in painting.' What she,doesfrom
day to day does not seem to vary. This may not be so much a result
Of non-cooperation or choice but from lack of challenge and
Variety., but there is no way to tell. Tracy manages',to deploy her
time and to get through her morning smoothly without making
waves. She is well accepted now by her peers, although her im-
perviousness to adults now irritates them,.. seemingly. Since she
peaked early in her competency'in the program there may be little
that is beyond her skills. Her paintings show remarkable variety
and sense of form. She has abdicated a large segment of experience
by her refusal to participate on a verbal level, and her preoccua-
tion with painting may be compensatory.

Summary

With so few children, it is not possible to arrive at conclusions of

other than a tentative nature. All of the models seem to have provided

opportunity and stimulus for marked growth fcfr most of the children who

needed it most. There is a suggestion that the preacademic model did not

provide for growth in interpersonal skills for the boys who lacked these

when they entered. This is not surprising since it is not an expressed goal

of the program planners. The enabler models seem to achieve less than

might be hoped for the girls who were functioning poorly at the outset.

Review of the records of these 46 children in Planned Variations does

not give clear-cut evidence that any one type of progrlin -(Preacademic,

Discovery, Cognitive/Discovery) is better for achieving the goals of Head

Start in the outcomes which can be observed by this method. To date, the

Enabler Models seem to appear to be legs well conceptualized. Complete

ratings sppear in Appendix D.

19
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Nearly alYthe children show unequivocal gains. However, those who

entered.4ith'a high level of skills and competence may not have gained as

much relatively. Often the records- suggest that the other children have

/caught up with'these "Head" Head Starters. In thi reg. d, the question

must be raised: Do the models individualize instruction o any greater

degree than Any other education efforts?
ti

Question Two. Do some models consistently fail to meet the needs of'par-

ticular children?

As with the statements comparing models, the information available is

of a nature which can only suggest trends. It appears that the preacademic
I\

models do not give boys who come into the program with immature ways of re-

lating/to others sufficient help in achieving skills in this area. There

is also evidence that the children in these models are held to tasks beyond

their interest or ability level. A few excerpts give the flavor of their

behavior:

J. has tired. He slips to the floor and begins to look at
the ceiling and beat the table with his pencil. Helis back
on his chair as Mrs. M. lifts him up and erases his mistakes.
She gets him going again. He beats E. with his pencil, and cheer-
fully accepts the arm twisting of another boy as he goes to get
his apron out of:the bins, belatedly. J. then gets back to work.

A different child:

E. fingers his ear and yawns. Mr. K. says, "Look,"
sharply to him, points to the place. E. has done a
problem correctly, but Mr. K. erases it and sends him back
to the previous page. The problem is, 0 -1- 3 =

3 dogs
E. gets a troubled and worried look. He scrubs his head
with his pencil. Digs at his eyes. Yawns, yawns, and
yawns again. His legs are twisted around outside the
chair legs. His finger is in his mouth, and he sucks
it; scratches his arm. He does a problem as Mr. K. stands
behind him, and receives a token. He is exhorted to
go on with his work by Mr. K. but he fools and dawdles
as before. Finally he puts in a number, in an anguish
of concern. Mr. K. returns, says it is wrong,
and erases the answers. E. drops his pencil. 20
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Later:

E. erases his book, picks up the eraser and scribbles
with it, and tries to' erase some more. Mr. K. returns
to his'chair. E. answers correctly "zero" to a problem
but draws it the wrong way, and it is erased. He is to
start forming the zero at the top of the circle instead
of the bottom. Three of his answers were erased because the circle
had been made starting at the bottom. He can respond to the
problems orally, correctly, "Zero plus 3 equals 3." He can
correctly identify the symbol "+" calling it'"plus."

As was found in observations of selected children in Head Start in

the previous year, some of the girls tend to drift or become unchallenged

by the programs before the end of the year. This situation is not con-

fined to models of any one type. It is possible that the model as con-

ceived is not well implemented, but it also may be related to the skill

of the teacher to go beyond the model, and to plan for more chLllenge.

Example:

Numbers group: M., D., J., C., Ja. at the table. Mrs. N.
is working on the concept of what number combes before and
after the number on the number line. "Two conies after one;

one comes before two." "Zero comes before one; two comes
after," etc. A chart displays, the number, 'children are called
on individually. Ja. is the first one to catch on to the
idea. She stays with it for a few trials, but after a few
minutes she stops answering for the unison responses. She sits
hunched over, hands together and arms outstretched before her,
scrubbing the table slowly.

Another illustration:

At the outset, K. is much involved in the lesson. She
sounds out the letters in unison with the others. She is
hunched over the table4\one shoe off, eyes on the teacher
(asst.) Hands to mouth), frequently. Eyes on teacher,
but hands or fingers to mouth. After 5 minutes, she be-
gins to lose interest and instead of the intense involve-
ment, she has a glazed look on her face. Still eyes front,
but no longer participating. She scrubs the table with her
hands outstretched, looks, coughs, hand to mouth.

Question Three. Are there demonstrable differences between the_model

types in overall behavior of the children in the classroom?

The hundreds of pages which recount the Head Start day document busy and

productive hours in the classrooms. Many of the events are funny and un-

expected. Children fight and cry out and hurl verbal .insults at each other.
e)1
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But for the most part the records recount orderly progression through the

morning, with the peak point of lutich.

The only records which use the words "wild behavior," or which show

bursts of activity after continued table work are from the preacademic

models. A few samples read as follows:.

"Laughing wildly each time she peeks around the post."
"Much fighting and block throwing

"

at the table, but C.
continues to fold up her drawing.
"The area is now_in.ccmplete 'chaos.."

"C. is more restless than the others, wiggling back
and forth in her chair. She, pulls her feet in and out of her
shoes, and glances at the other children."
"Teacher dismisses the class. M. jumps up from her
chair and runs wildly across the room. All the rest
of the children are very active, jumping around,
chasing, hitting, laughing."

"There is no organized activity now. D. and another
boy chase each other around. D. crawls under the
table several times."

"The bell rings at 9:18. As the children enter the
playroom, there is a lot of one-to-one fighting be-
tween the boys. They are tackling each other in a
free for all. Much hand to hand encounter, and
throwing each other to the floor. This outburst of
energy as not noted in previous visits, after a
work period, and may be the result of the long wait
before work books were handed out, or the relative
absence of programming outside of the work books
which seems to characterize this group now that the
former (trained) teacher is gone."

On the other hand, the amount of adult direction of activities and the

rather closely scheduled day may have contributed to a strengthening of

peer relationships, as a group, in one preacademic model:

8:50. Nothing is happening. The children are play-
ing together at tables. They have finished their
milk. There is a low buzz in the room.



At this time, one is struck with the comfortable
socializing among the children. They amuse.them-
selves with body movements, hand-touching,-singing,
conversation, or just watching in an amiable 1.:1y.
It is noteworthy how long they will stay at the
tables with nothing to do, manufacturing little
busynesseS. There is a-table by tablecohesive-
ness that has grown during the year. .

With observations in only two classrooms to use as the basis for

these statements regarding preacademic models, they obviously require further

study.

'question Four. Are there differences between the model types in the

amount of verbal support or verbal non-support given by the teachers-and

aides to the children?

Some statements made by the teachers and aides recorded i1 the case

records are outstanding in the degree of support or non-support they giV'e

to the children'. Votal inflections or facial expressions are not preserved;

however, in most instances the words.speak for themselves in setting the tone

of particular situations.

For example:

Barry (getting ready to go on a field trip) puts on
his coat and hat and walks around the room whistling.
The teacher says, "I hear someone whistling." Kim
answers, "It's Barry." The teacher respOnds, "Oh, I
like to hear people whistling."

The teacher says, "Look, children, Betty found-her
own box; isn't that wonderful?" (Most children can
'find their own names but need help in finding the
boxes). Betty is smiling as she goes:to her table.

All during the story Roger sits quietly looking at
either the pictures or the'teacher's face. When it
was time to'go to lunch, the teacher said, "Roger,
you've been such a good listener, you may go wash
and be the boys' leader." Roger quickly gets up
and runs to.the bathroom; he quickly washes and re-
turns to head the line; smiling broadly.
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Young children appear to rely strongly on adult evaluation of their

performance. Research (Allen 19.66, Auble, 4953,,Herman, 1965, Kennedy,1965,

and Willcutt, 1965) has shown thatverbal supportive statements made by an

,

adult are more effective than non-supportive comments both in increasing

the incidence of .the supported behavitiFand extending th)amount of time
,..:

, a child will remain workpg at supported tasks.

Supportive statements seem to have a positive effect not only on the

child to whom they,are addressed but also,on nearby children who hear them.

In the foregoing examples, the teacherlssupportivestatement

not.only made a particular child smile and perhaps feel good about himself

for. the moment but also reinforced that child to behave and encouraged

other children toward behaviors and tasks desired by the teacher.

Conversely, non-verbal support may have the opposite effect and may

cause negative feelings of self to develop and can adversely affect other

child'ren.Examples of statements judged non-supportive:

Teacher, "Joe, your-lunch is all in your lunch apron.
You didn't eat anything." Al, Joe returns his lunch
tray,. the teacher says, "Carry your tray properly."
(He spilled the silverware off the tray.) "Come on,
Joe, what's wrong with you, huh?"

The teacher has asked.all the children to sit down in
their chairs. Bob does not ininediately sit dOwn but
stands talking to another boy.' Both boys laugh. The
teacher says, "Bob, turnaround and sit down right
now; you're always the last. one." He sits down very
straight, brow is furrowed, lips are slightly parted;
he seems confused with a bled look on his face;. he
looks down at the floor and doesn't respond fbany
of the directed activities.

At work time today Jacky has no book. She is given
lined paper and is working on her letters. She care-
fully prints, using two spaces for the capital letters;
Jac...Jacque...She stands and looks at the work of the
others. ,Bick to her printing again: I (the observer)
say to her, "Have you finished yout= book?" The aide
replies for Jacky, "She's finished,hers,,but she can't
read."
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By sorting adult statements into two extremes, support and non-support-

ive categories, some generalizations can be made according to model type:

It is difficult to determine whether supportive versus non-supportive verbali--

zations are a function of the real differences in the models or a function

of individual teaching styles. However, in the Planned Variations observed,

some trends in the frequency of supportive and. non-supportive verbal statements

of the teachers and aides can be noted. The raw data appear as Figure 1.

Criteria by which statements were placed in the two categories are listed

in Appendix E.

Discovery Models

The mean number of supportive statements made to the children in the

discovery models was just slightly higher than the mean number of non-

supportive statements made to them.

Cognitive-Discovery Models

The mean number of supportive statements made to the children in the

cognitive-discovery modelS was three times greater than the mean number of

non-supportive statements made to them. Supportive statements, however,

occurred only half as often'in the spring

Academic Models

as in the fall.

The mean number of non-supportive statements made to the children

in the academic models was almost four times greater, than the mean number

of supportive statements made to them.

Enabler Models

The mean number of non-supportive statements made to the children in

the enabler models was three times greater than the mean number of supportive

statements made to them.
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Summary:

There are large differences between the model types in the mean

number of supportive and non-supportive statements made by the teachers

and aides. The adults in cognitive-discovery models use Many more

suppor:tive statements than those in the other models. The frequency,

however, is markedly reduced/by spring. Since these findings are

based on a limited number of classrooms, further study is needed.

,v



'Fall

Winter.

Spring

Total

Mean

Figure 1

Frequency of Supportive and Non-Supportive
Adult Statementp by Model Type

ACADEMIC (2) DISCOVERY (2Y

SUP. NON-SUP

7 26

3 .9

6 23

16 . 58

8 29

SUP NON-SUP

9 7

10 11

8. 6

27 24

13.5 12

CONSULTANT 1.2D

NON-SUP

Fall 7 15.

Winter 3 4

Spring 1 11

Total 11 30

Mean 5.5 15

COG N QVERY.A.6.12_.

SUP. NON-SUP

74 23

38 8

36 21

148 52

24./ 8.7

27



Chapter III

CHILDREN AND ADULTS: INTERPRETATIONS FROM OBSERVATION

From an observer's perspective, a child's experiences and development during

the program year in Head Start Planned Variations are greatly influenced by his

relationships with the other important people in his life -- his parents, his

teacher and aide, and his classmates. Resources available to him in the class-

room and in the ftature of program experience haVe an impact. Finally, his own

personal style -.what he brings to Head. Start - affects how he will be seen at

the end of the year. This section is a consensus of observer interprkations

about the children, their relationships and experiences.

Method of Analyses

Fifteen observers developed case records foi 46 children at 13 Head Start

Planned Variation sites. (Chapte I more fully desciribes the sample and case

record development.) Observers were asked to derive recurring patterns of,be-

havior from the observational data for each child for each of the three visits.

These recurring patterns reveal the behavOral style of a child as he interacts

with his world. By displaying a child's recurring patterns of behavior 4n a grid

(Figure 2) it is. .possible to note changes and development in a child's behavioral

style.

Year end summaries for each child were prepared by observers focusing parti-

cularly on the child's functioning in relation to interpersonal behavior with

peers and adults, emotional expression, and task involvement. For approximately

one-half of the summaries, impressions derived Irom parent interviews were

included.
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Three,project members independently reviewed the recurring patterns of behavior

and year-end s,;inmary for each child.* Individual case records were also available

for reference. After this review? the project members met to share interpretations.

of the data. Anecdotes from case records and observer statements are used for

illustrative purposes.

Individual Differences

At the beginning of the year the children vary in their "readiness" for the

Head Start experience. Some arrive in the class room with interpersonal skills

and intellectual and emotional development which allows for immediate participation

and involvement. A few, as Charlotte, contributed as resources to their classmates.

From observer summaries:

Charlotte started the year mere like a lead Start grad
than a child new to school. When first observed, she
knew the words to the songs, the movements to the dances,
and the rules of the games, etc. What Charlotte did not
already know she was quick to pick up. She adapted to
the daily routine, and was able to read the cues for
activity change.. She would lead the group in chants or
activities, often dictating the game she wanted to play.
Charlotte was and still is the first to respond to
teacher's questions, always with the correct answers.
Her cognitive skills surpass her peers.

At. the beginning of the year Alan appeared to be ahead
of all his classmates in physical development, size,
and verbal skills. He used complete sentences and de-
scriptive words. His verbal' skill seemed to be used
as a tool to gain recognition from adults, engaging them
in one to one conversations.

Less "ready" children were characterized by observers as follows:

At the commencement of school, Ida cried easily. She
played and worked alone. Because of her petite size,
she was picked on by the le7ger children, who stole
her toys. Ida was poorly coordinated and had diffi-
culty eating her meals because she could not handle

*Dr. Laura L. Dittmann, Dr. David G. Kyle and Dr. Garry McDaniels.
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the silverware. She spoke indistinctly. Ida sucked
her thumb frequently. Often she stuck her tongue
out of the side of her mouth. During all class
activities she was the last to finish - except in
cases where she could not complete the tasks at all.
Ida usually could not understand nor follow direc-
tions. Her attention span was short, and she
squirmed constantly.

Dicks early behavior was characterized by passivity
and withdrawal from the group, and constant finger
sucking. parallel play for Dick consisted primarily
of efforts to protect what he was doing and complete
disinterest in the activity going on around him.

George has changed! He was a scared chicken in
September, rarely moving about the room, or making
himself noticed, hardly talking or interacting with
others; he observed but remained uninvolved. By
mid-year, this "gloomy looking," "sad," child seemed
more involved, smiling more frequently, though he
still spent great lengths of time with single pieces
of equipment.

Role Learning: Patterns of Behavior

A. Student-group member roles

5

The children geneYally accept and follow institutional routines such as the

clean-up, set-up, opening and closing routines. Even in the. early part of the

year, many children are developing a style to get what they want in the school

setting,-a style shaped by the expectations of aides and teachers. Hand raising /

and waiting forthe teacher are behaviors displayed by a few "playing-the-school-

game" aware children- almost from the start of sessions. Anecdotes from fall and

winter visits in the record of one child give clues to both the process and the

role performance.

el

Oct. 5, 1970 - 9:15: The children had arrived a few
minutes prior to the arrival of the observers, and
were just beginning to spread themselves out in the
room: Most of the children went first to the book
rack, took.a book arid sat on the rug. The teacher
came over and sat down and began to sing "Where is

?" naming each child in turn. Each
child said, "Here I am," when his name waa'-called.

31



When the teacher sang, "Where is A.?" he said
softly, "Here." She asked, "Are you ready for
breakfast?" A. nodded his head. The-teacher
said, "Take a chair," and A. walked Over to one
of the tables which had been previously set up.
A. ate his vitamin tablet, and then drank his
milk.... The only words A.. spoke during the en
tire time he was eating were to respond to the
teacher when. she asked another child where the
tiger had been seen - saw a tiger - in the zoo."

Jan. 27 1971 - 9:00:" Miss S. began to sing "Good morning
to you," and all the children gathered. round her and sang
with her. She then asked to call the roll. He took
the cards on which were each child's name and picture, and
as he called each child's name and received a response he
hung the card on a separate hook. If the child was absent,
the card went onto the hook in the Absent category. He

called names resolutely and clearly, and hdng"the cards on
their appropriate hooks with no hesitation.

9:15: Breakfast was ready. The children all went to the
tables and proceeded to eat a sandwich and cereal and
drink juice and milk. A. 'started his sandwich. Then he
put it aside tb.begin his cereal. -Miss -S. said, "A., did
you finish your sandwich?" He shook his head. She said,
"Finish your sandWich." He took another bite. Then he
asked for some orang&juice. He ,was told by the aide to
take his glass to the bathroom to rinse it first. He
promptly went to the bathroom, rinsed his, cup, returned
and the aide filled it with orange juice.

One of the children said the can had'pictureS of.oranges
on it, The aide said; "Count them." A. counted as she
pointed to the oranges, "one, two, three, four, five," and
grinned.

After he -had finished his cereal and drunk his juice, he
gathered up the empty,cartons and place mat and deposited
them - including the unfinished sandwich - in the trash.

Hy the second visit, observer reports commonly note that the children are

generating their own institutionally appropriate 'routines. At the beginning of

the year, for example, if the teacher calls the children into a group to open the

Head Statt Day and then must briefly leave them or needs to focus her attention

on a single child, the children commonly wander around, play noisily, or just lier.

on the floor. By the second and,third visits, the patterns had shifted to quiet
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play, looking at books, puzzles or magazines. Often, children even anticipated

these "dead. times" by taking along a puzzle or book - just in case. The extent

to which children can adopt and generate appropriate routines is amusingly illus-

trated in the following anecdote:

There isa long delay in getting the morning underway.
Teachers are busy with some administrative details.
The children have their milk at 8 :30, but by 9 o'clock
they are still sitting and waiting. They begin to amuse
themselves, talking, singing, touching each other. At

Kathy's table, they join hands, "make a bridge." They are
admonished for singing and talking too loud, but stop only
briefly, to begin again. This cycle .is repeated. The
teachers still do not move'to get the pledge to the flag,
song, and other opening activities started. At 9:10, the
children at Kathy's,table get,to their feet, stand cor-
rectly,,and swing into the Pledge` of Allegiance to the
flag, and the song (50 Stars on a Field of Blue) without
any prompting or help from the teachers. Usually, the
teachers spend about 6 minutes getting everyone lined up
properly. Today at the instigation of the children at
one table, everyone in the room. participates lustily.
The teachers, ;in some amazement, proceed with handing out
the workbooks.

There are many subtleties .involved in the communication of expectations and

the learning of the student role. A child mist be alert to both the adults' de-

finition of desired behavior and also the cues of approval or displeasure.. In

May children are still involved in this process.

Ma:L411911 - J. calls out: "Mrs. N., E. has a book."
She comes to take it from the boy. raises his arm
as if tostrike E., but Mrs. N.'s turned head stops
him in mid-air. (He checks her face before lifting
his arm.)

Milk is served, and he drinks his portion in large
`:gulps.. He finishes the half pint before the others
at his table. He checks Mrs. N.'s face, she says,
"Good" and he puts his carton into the trash can,
He takes a book from the shelf as he returns to his
table and studies his.way through the..pages.

gay'7, 1971 - P., who had been sitting on the floor,
got up.saying, a monster," and emitting agrowl,
holding his arms straight out from his body and his
forearms up at a right angle. "I'm a monster," he
repeated, walking in that fashion toward the jungle
gym.
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A plank was leaning against one of the bars of the gym.
"Is that safe?" Mr. B. asked as a child started walk-
ing up the plank. No one responded. P. started up the
plank. "Get down, P.," Mr. B. said. P. got off, looked
up at Mr. B. and went back to the corner where he had
been playing.

,Children experience'conflicting expectations adults have for the role of

being a pupil, even within a single classroom. In terms of the exercise of ini-

tiative, there are times when the adults want children to direct their own activi-

ties. At other times this is discouraged.

Again this morning there is a long delay in getting the
program started. James has been amusing himself with
the books he sneaks off the shelf, near his chair. He
tries to take the Sears catalogue to his table, but the
teacher's aide returns it. Whereas at certain times of
day, children are encouraged to lolok at books, at the
time before opening exercises, no one is supposed to do
anything.

B. Learning of adult roles

Modeling of adult roles and fantasy'play related to adult activities were

observed in many, but not all, of the children. Incidents of adult role modeling

increased through the course of the year. Adult role play and the form of expres-

sion appeared to be related to several factors.

Available equipment and-program expectations had an impact on the amount and

nature of adult modeling noted. Some observers noted an effort on the part of the

staff to have fireman's helmet, police hat, doctor's and nurse's uniforms, etc.,

available and coordinated with field trips. Other centers were stocked with the

home and family props, construction toys and various vehicles. As time went on,

the children increasingly enacted adult roles within the,limits of the center's

equipment.

There appeared to be differential encouragement of roles. Three levels of

encouragement can be destribed as follows:
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Madeline has appeared like the 'typical "deprived child."
While there are changes: in much of her behavior, she
'hardly seems prepared for a new school experience.
Madeline no longer cries when she enters the classroom;
she now joins the on-going activities. . . - She is not
independent or self-initiating. When first observed,
Madeline sat quietly observing the activity of others,
but was unable to work any puzzles without the constant
attention of an adult. At the:year's end, she can work
the simplest 9-14 piece puzzle^; taking great pride in
her accomplishments.

* * * * * * * * * *

Tha scope of Bobby's progress is readily apparent.by
his behavioral change over the seven month period from
October to May. His behavior during the first visit was
characterized by a "quiet restlessness," i.e., he squirmed,
crawled and draped himself around his chair. . . , he often
appeared to ignoring the teacher in small group lessons'.

The change from January to May was most conspicuous.
Bobby seemed to be a model of socialization. He responded
well to both children and adults, and was intensely in-
volved in the activities of the group. He was able to
accept mishaps and failures without emotional reaction.
Bobby was highly attentive'to directions from the teacher
and he modeled much of her behavior in work tasks.

Exceptions to:this trend were noted in the behavior of certain children. In

a few cases, children had exhibited a high degree of attending behavior and task.

involvement at the time of, the fall,visit, Most likely, they were regarded b' the

teacher and observer, as among the "top students" in the classtoom. Over the year,

their overall task involvement remained high in relation to other students, but

there seemed to have been little change or some decrease in involvement in specific.

activities. 'Jane, cited on page 27,is an example of such a child.

Froni a different center an observer summarizes:

Overall Alan has grown in the interpersonal area
in that he now interacts' with both.peers and' adults
at a more mature level. It is not as easy to._see
the same degree of gain in the intellectual area.
These activities are much tIle same as they were early
in the year. Still, he can be considered to be one of
the "top" pupils when compared with the total group.

-61
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For other children the possibility of problems not related to the classroom,

such as illness or family disruption, may be related to a decrease in task in-

volvement as well as to other areas of the child's functioning.

During the first visit Kathy related well to both peers
and adults. She'especially seemed to enjoy free play
time and would most always be taking an active part.
During the second visit Kathy was apathetic and markedly
less responsive. During this time. there had been a
change in her family unit. By the last visit Kathy was
again active and interested to even a greater degree than
during the first visit. Kathy was able to concentrate and
complete assigned program tasks with pleasure. She initiated
activities with other children and often was a leader . . .

Her ability to ask questions had improved., She was usually .

smiling and often laughed loudly.
- -

Attention span cannot be considered only in terms of the quantity of time

spent at a task. To simply measure the length of time e4.apsed eliminates important

qualitative distinctions. Repeated observation of the same child suggests that

continuation at a task can have several meanings. For example, what appears to-be

perseverance may actually be perseveration, a repetitive type of behavior which a

child uses.to defend against fear and confusion... This behavior can amount to a

withdrawal.

Ruby has been in the "quiet area" for ten minutes. .She

still has,the wooden sequin -type form board with picture's
of cars andanimals in front of her. She has successfully
fitted the pieces for the fourth time. ;Mrs. P., the aide,
asks, "Would you like .a different aney" Ruby stares blankly
at Mrs. P., turns slightly away and dumps'out the'trucks and
animals for a fifth runthrough.

A different type.of attending behavior involves the consolidation and/or

elaboration of experiences initiated by the Head Start personnel. Children may

work for a considerable time at a series of matching games (pictures, colors, shapes

with which they had previously worked with the help of an adult. The following:'

anecdote is a, striking example of perseverance in consolidation and elaboration of

an activity.

38
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When the class was asked by Mr's. S., "Who wants to play
with the dairy farm?" Manuel, with bright eyes and
frantically waving his hand, responded, "Me: Met" Mrs.
S., "Didn't you have a turn yesterday?" Manuel answered,
still, bouncing, "Yes, but I wanta!" With Mrs. S.'s con-
sent, Manuel went immediately to the toy dairy barn and
began to attempt to "hook up" the cows to the milking
machine. The cows were quite small and the teets on their
udders were about the size of the tip of a lead pencil.
Manuel had considerable difficulty fitting the cups of the
milking machine to the teets. He would get the cups attach-
ed and then, they would fall off. Manuel would reattach the
cup saying, "They gotta go on to milk them." About five
minutes were required for the "hook up." Manuel then ver-
balized and indicated with.hislinger the route of the
milk from cow's udder to storage tank. Then, "Now we
gotta put it in the milk truck! Andy, bring the truck!"
reaching toward the tank truck Andy was pushing.

For twenty minutes Manuel was the dairy man, milking cows,
storing milk, delivering milk, hauling hay, feeding cows
and herding cows with verbal explanatiOn. During this
time several other "farm hands" had,come and gone. Mrs. S.
remarked that Manuel certainly enjoyed the toy farm since
they came back from the field trip to a real dairy farm.

This type of attending, which may be related to the specific program objectives

of modelers, was not observed in each model.

Dependent Independent Patterns of Behavior

Most _of the children s1 owed in their dependent-independent patterns of

behavior. Dependent behaviors can be seen as expressive of the need for emotional

support, or of an appropriate request for assistance in .a task or situation. Over
4

the year, the records show that emotional dependence decreased, while instrumental

dependence increased. Incidents.of emotional dependence such as clinging to adults,

sitting on laps or finding a position physically close to adults clearly reduced

from -visit to visit. Incidents of asking for .help or information which would enable

a child to carry on by himself increased. For example, during the first visit the

following is recorded:
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9.:30 Cereal boxes, ''covered and sealed with aluminum
foil, are on the tables; there is a "pull" tab and
all children, with.. the emception of Sharon get.the
boxes open. While several children begin eating,
Sharon continues to'quietly, slowly pull at the
sealed box. An aide asks the group as a whole if
anyone needs help. Sharon neither responds verbally
nor looks up (15 minutes pass). She continues, first
looking at the box, then pulling at various parts of
the cover. The aide comes to Sharon's table (Ind says,
"Shaion, can I help you?" Sharon does not look up,
but quietly says, "Yes." The box is not moved by
Sharon; the aide reaches over and picks it up and
opens it.

In contrast, ona later visit Sharon freely asks for help when faced with a

problem requirinz adult assistance.

The children have gathered on the rug at the begin-
ning of the session. Sharon has a puzzled or per-
plexed appearance. She has apparently discovered
something in her mouth. After a few moments she gets
up, walks to Miss T. and says, "Look at my mouth!"
As she speaks she opens her mouth and points. Miss'T.
replies, "I see a whitasparkle where a new tooth is
coming in." At this point the teacher smiled. (This
seemed to provide both a signal for relief and happi-
ness to Sharon.) Sharon moved quickly to the mirror,
looked into her mouth, smiled and returned to the
group.

Considerable evidence was found in observer records from visits in the

winter and spring to indicate that children were learning to utilize the assistance

of adults in appropriate. dependent ways.

Expression of Feelings

The Head Start'Centers clearly accepted and supported the development and

expression of a wide range'of emotions. During the initial visits, records showed

children responding in a relatively narrow range of, affect. Fearful responses

with crying and withdrawal appeared frequently in the early part of the year.

Later, bursts of anger and "temper tantrums" decreased. Vague humor and what

appeared as "Silliness" not clearly related to any particular situation or event

became more focused. By tthe.spring visit, the range of emotions expressed in-

cluded affection, humor, anger, gaiety, enthusiasm, concern and sadness.
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Emotions became increasingly appropriate to the reality of the situations

within which' they were expressed. In interaction with a single classmate a child

might shout angrily when his block tower was knocked down; laugh joyfully as he

hugged another;.and show concern when his friend stumbled and fell. With adults,

children might ask for help when perplexed by a difficult form board; smile when

help was given; and express enthusiasm for the activity upon success. Summary

statements reflect the nature of these changes:

. . . Emotionally, Bruce is better able to-control his anger and energy
level and appears to have a higher threshold of frustration.

. Bruce now seems able to more easily demonstrate overtly his affec-
tion to the teacher, although he still seems guarded in this behavior.

. . . Susie now seems freer in expressing feelings - she is quite affec-
tionate toward peers, and shows a fondness for all of the teachers. She

is more responsive to the total situation, showing excitement when the
teacher announces a group activity, fighting with a peer when any attempt
is made to disrupt activity or remove her work. She laughs frequently
(at appropriate times), and her eyes twinkle when she is excited - this
primarily when she's interacting with peers.

. . . The teacher has described Perri as "very outgoing, affectionate,
intelligent, and aware of how others, including the teacher, feel about
him - he's very sensitive." Perri has become more demonstrably affec-
tionate in his relationships with significant others, particularly the
teacher, whom he occasionally seeks for comfort.

. . . Emotional development was marked by a change ;from much behavior
directed toward gaining security from others, such as special efforts
to hold someone's hand and receiving comfort, to greater autonomy in
pursuing solitary activities as well as the capacity to take mild risks
in physical play. At the beginning of the year, Cindy ignored the
adults except to seek security; by mid-year, her.interaction.was more
playful and by the end of the year, she seemed comfortableboth in
initiating conversation and following instructions.

. . . Barry gained greatly-in emotional control by_the,last visit,
evidenced by less aggressive'behavier toward peers, shown when he
patted a crying child on the 'shoulder saying, "I didn't mean to -
sorry." He still shows a great deal of exhuberance, but it is more
directed and less random than before.

. . . During the first visit, Betty smiled infrequently and several
times looked as if she might cry, especially when strongly urged to do
something. By the last visit, she was smiling and laughing with no
signs of tears. She remains quiet but there has been great change in
her emotional responses in a positive way.
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The Children's Parents /
Approximately 50% of the parents of our Head Start/student sample were inter-

viewed. Staff members were uniform in noting the rema/rkable requirements life

makes on these parents, yet they survive, keep the household going, get the kids

off to the centers, attend claSses or maintain jobs and still find energy enough

to contribute to the running/of the Head Start centers.

Most parents were enthusiastic about, their children's participation in Head

Start, although a few expressed reservation. Parents generally seemed optimistic

about the chances of the child receiving.benefits from the program although-Some

were value in their understanding of objectives. .They often mentioned learning,

i1l.ustrated by their child's being able to identify his or her name or by knowing

the numbers. Parents often cited their new appreciation of the need for them.. to

respond to children's verbal behavior. One parent reported, "She keeps talking all

the time. I used.to tell her to hush up. Now I know to talk to her."

Parents frequently noted change in the area of social behavior. "She gets

along better with her brother and sister." "He doesn't get in fights." In dis-

cussing the changes that had occurred, Mrs. Chavet noted an improvement in the

way Sally interacted with both her brother and cousins, and the mother herself.

There had been a decreaie in fighting among the children with much less complainz,:

ing to the mother by Sally. When asked if there were other 'changes in the way

Sally related to her, Mrs.,Chavet said, "She asks me questions." The interview'

continues:

Interviewer: "She didn't ask you questions before?"

Mrs. Chavet: "Only if she wanted me to do something for her.'

Interviewer: "How has this changed'?"

Mrs. Chavet: "Now she wants to know how things work and why things work the way
they do. She follows me around all the time asking 'How ?' and 'Why?',
'Rota?' and 'Why?!

42
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Head Start children do not leave the Head Start experiences at the door of

the schoolroom. They take Head Start home with.them and help their parents to

become responsive to their needs.

1 ,

T
..
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CHAPTER IV

STATISTICAL SUMMARY OF RECORDS

Most researchers in child development agree that case records are a

rich source of information. The case record has been a basic clinical

tool in assessing the functioning and change in functioning in individuals
L.

for years. Additionally, the case record may be the only currently avail-
,

able tool for documenting complex aspects of human behavior. Unfortunately,

few techniques have been developed for organizing and summarizing thes

instruments. A secondary purpose of this study was to attempt such a

task.

The case method used in the Maryland reports has certain character-

istics which are important to note. First, the case relies on anecdotal

material rather than more delineating categorical systems.of other

naturalistic methods. Behavior which may go,unrecognized in category

systems has a chance to emerge.

Secondly, data are not recorded within the framework 'of psychological

theories but rather are recorded objectively by describing behavior in

everyday language. In this-way, unanalyzed, theoretically neutral data

are provided that can be used for many purposes. A further value of the

case record lies in its ability to suggest relationships which may not

have been anticipated in an experimentally controlled eavironment. (Many

of the findings in Chapters II and III could not have been anticipated.)

44,
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Through observation of chaining of events, hypotheses can be derived,

modified, tested and refined. In theory the case record method appears

very useful in obtaining descriptions of the quality, intensity ancffre-

quency of behavior for all kinds of situations and populations.

All of these characteristics make the case record well suited to the

topic of the child's interactive style with the environment (adults, peers,

objects).

The Research Question

A primary expectation for Head Start is that the children will develop

a more positive, healthy, productive interactive style during this experi-

ence. , Therefore, the records were examined for evidence of change in the

child's interactive style between fall and spring. The progress of indi-

vidual children was illustrated in the first chapters.

The fact" that a child's interactive style is difficult to study,

except in an ideographic study, has not reduced its importance to theorists.

Cottrell (1942),, Sears (1951) and Schutz (1960) have stressed the import-

ande of interactive modes of behavior learned in childhood in their

° theoretical formulations concerning the development of adult interactive
;

style. Cottrell (1942) specifically noted the tendency.of interactive

sequences learned early in life to persist into adulthood. Case 'Records
t

have been used to document human interactions. Fawl (1963) used case

records to identify disruptions of behavior and blockage of goals that

brought on behavioral reactions accompanied-by .negative effects. In this

way. he was able to plot the distributions and intensities of disturbances

in the ongoing behavior of children that were evoked by objects, events;
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and people in their environments. Schoggen (1963) identified what he termed

:'environmental force units" which were occurrences 'of action initiated upon

the child, directed toward some end, of which the child was aware. Dyck

(1963) studied the social interactions of children. Using the case recor

he was able to obtain the amount of social interaction taking place

children and.various associates.

Other examples of studies using the case record as a primary data

source are noted by Barker (1963). Various case record styles have been

described by Prescott (1957); Perkins (1969); Barker and Wright (1951);

Barker, Wright, Barker and Schoggen (1961); and Barker (1964).

Evaluation of Change

between

As noted in the introductory chapter, the same children were studied

longitudinally at three data collection points: fall, winter, spring.

Dependingfin part on the frequency of association, long-term observa-

tions can have drawbacks. For instance, changes may occur so' gradually that

awareness of similarities and differences in behavior may be lost or dis-

torted. Heyns and Lippitt (1954) have noted the problems involved in ex-

tended, approaches in their review of methods for describing-human inter-

actions. Raush, Dittmann, and Taylor (1959) alsonoted this problem in

studying children in residential treatment. In terms of ,the present study,

this problem does not appear as pressing. Because of the intervals between

observations, it seems likely that changes would be more apparent.

Clearly, the study does not focus on what aspects of the Head Start

Program produce changes in interactive behavior. The question here is whether

or not these children change in their ordinary interactions with adults, peers

and tasks - and if so, along what dimensions.
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Although the case record has been a basic clinical tool in assessing

the functioning and change of functioning in individuals, summarizing data

across case records, so that general statements about a sample can be made,

has been done in a few instances.

In organizing and summarizing our case records, we borrowed heavily from

the work of Raush, Dittmann and Taylor (1959). The process is essentially

one of displaying the anecdotal material on a four quadrant organizing frame-

work. Our organizing frameworks (see Appendix B, Tables Bl, B2, B3) for inter-

,

personal behavior are similar to theirs and are based on the theoretical

suggestions of Freedman and Leary (1951). In addition, a framework for

organizing task - oriented behavior was developed. While the resulting task-

oriented framework was used in this study, the findings_of our observers,

noted earlier, have suggested several additional changes.

Method of Analysis

A random sample of thirty child records was taken from the case record

bank. This selection happened to include two or more representatives from

each of the model types. The records for each child were chronologically

rearranged so that the classification team would not begin to find trends

which might influence their work. Classification for any one record might

begin with either the fall, winter or spring report, then proceed to another,

not necessarily successive, data collaction point.

An independent classification team* with no direct knoWledge of the analysis

procedure, was trained, using case records from a previous year: The organizing

frameworks are not easy to use, Even with the illustrative statements

*(Mrs. Frances Hershberger and Miss Marcia Cohen)
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(See Appendix B), decisions often were required as to the proper classification(s)

of a sequence. At the end of the firSt wo hours practice, a Scott's (Amidon, 1967)

coefficient was calculated for interrater liability. The coefficient was only

.27. An extensive training period was begun. Modifications were made, in the

organizing framework. Another test case record was studied with a resulting inter-

rater reliability of .74. (A higher reliability would have afforded a greater like-

lihood of finding statistically significant trends. No counts of the quadrant

entries were made until the classification.period-ended.

The percentage of total framework behavior falling in each dimension was cal-

cv.ated. ,A difference score between fall and spring was calculated. The percentage

of behavior for each dimension, for each child is presented in Appendix C.. The null

hypothesis tested was: (7 Spring - 7 Fall) = 0

The data clearly show a change on the part of these children toward more

positive, friendly, interpersonal behavior (Table 1). Incidents of behavior

organized under the title of, "negative" became less frequent. 26.1 percent of the

behavior in the affective dimension was classified as negative in the fall; in the

sprirg collection, 16.0 percent fell in the negative dimension.

Table 1
INTERPERSONAL BEHAVIOR

O? CHILDREN TOWARD THEIR PEERS

Mean Difference Score S.D. S.E.

10.10 24.9 4.54 2.17*

*2 tailed t-test,,significant at .05 level

One of the expressed objectives of Head Start is to facilitate the development

of children to become fully functioning human beings. The quality of a person's

interpersonal behavior is an expression of this broad purpose. The feet that such

a purpose is being accomplished has had little prior documentation.
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However, this change does not represent the behavior of each child.

(Appendix C, Table I C) Of the 30 children in this sample, ten change less

than 10%, ten changed more than 40%. In this latter group, only one child's

behavior became more negative. This within group variance shows that positive

change is accounted for by about one-third of the sample.

A small change occurs in.the data representing the interpersonal behavior

of children towards adults. 10.3 percent of the behavior classified was in

the negative domain at the beginning of theyear; 9.9 percent was in this

domain in the spring records. This change, is not statistically significant

at the usual level of testing (Table 2)

Table 2

INTERPERSONAL BEHAVIOR
OF CHILDREN TOWARD ADULTS*

Mean Difference Score S.D. S.E.

+.41% 20.1 3.96 .163

The level of negative behavior toward adults documented in this study may

be a useful statistic for comparison studies: More than half of the children

exhibit virtually no negative or hostile behavior in the spring records.

Some concern has been expressed that continued Head Start experience

might suppress the activit level of children and encourage passivity. The

findings from these summaries clearly indicate that the activity level of

children is not suppressed by. the Head Start experience. The only change

suggested by this sample is that the children become more active in their

behavior toward adults (Table 4), while maintaining about the same level

of activity toward peers (Table 3).

*The Simple Data Description program of the Health Sciences Computing
Facility,.UCLA, was used for all computations. The mean difference
score isthe mean of the change.from Fall to Spring. All scores were
in the form of percentages. Computer Science facilities at the University
of Maryland were used :for processing these data. 49
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documentation procedures such as skill tests or trait measures fall in

the nomothetic tradition. The exclusive use of one methodology limits

the range of questions which can be examined 'in comprehensive evaluation.

---
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APPENDIX A

CASE RECORD OBSERVATIONAL TEAM

Institute Observer . Sponsor Community

Laura Dittmanh, Ph.D. Bushell f Oraibi, Ariz.

Matti Feldman NYU St. Thomas, V.I.

Harold Fishman EDC Washington, D.C.

Charles Flatter, Ed.D. 'Consultant's Model Colorado Springs,

.
Albert Gardner, Ph.D. Gordon Chattanooga, Tenn.

Joan Gildemeister Consultant's Model Bellows Falls, Vt.

Jacob Goering, Ph.D. Bank Street Wilmington, Del.

Harry Green, Ph.D.. REC Kansas City, ,Mo.

E. Joan guilt, Ph.D. Pittsburgh Lockhaven, Pa.

David Kyle, Ed.D. Weikart Greeley, Colo.

Richo.A.Matteson, Ed.D. Nimniicht Duluth, Minn.

Carry McDaniel, Ph.D. \Bank Street Wilmington, Del.

Darryl Summers Tucson Lincoln, Nebr.

Bonnie Tyler, Ph.D. Becker Englemann E. St. Louis, Mo.

Nellie Urhach EDC Washington, D.C.
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APPENDIX B

0 RG ANIZ ATIO NAL FRAMEWO RKS

Table lB Dimensions for Organiz4neDescriptions of the
Interpersonsl Behavior of on Child toward

Adults

Table 2B Dimensions for Organizing Descriptions of the
Interpersonal Behavior of one Child toward .

Peeve

Table 33 Dimension for Organising Descriptions of the
Child's Task-related Style
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APPENDIX C

DATA

Table 1C Affectional Dimension Data
Percent of Hostile Behavior towards Peers

Table 2C Activity Dimension Data
Percent of Active Behavior towards Peers

Table 3C Activity Dimension Data
'Percent of Active Behavior towards Adults

Table 4C Affectional Dimension Data
Percent of Hoitile Behavior towards Adults

T461* 5C Task Dimension Data
Percent of Behavior in Negative Domain



TABLE 1C

AFFECTIONAL DIMENSION DATA

PERCENT OF NEGATIVE BF,HAVIOR TOWARDS PEERS

57

Subject Perccmt Fall Percent Spring Differeilce

101 00.0 04.7 -04.7
102 20.0 20.7 -00.7
103 04.5 03.9 -04.4
104 56.3 25.0 +31.3
105 00.0 06.6 -06.6
106 50.0

C.

20.0 +30.0
107 00.0 00.0 00.0
108 22.2 00.0 +22.2
109 00.0 00.0 00.0
110 50.0 31.2 +18.8
lll 50.0 53.8 -03.8
112 14.2 66.16 52.4
113 22.2 39.0. -16.9
114 60.0 00.0 +60.0
115 00.0 00.0 00.0
116 00.0 11.1 -11.1
117 50.0 29. +20.8
118 15.0 00.0 +15.0
119 00.0 00.0 00.0
120 00.0 00.0 00.0
121 33.3 16.6 +16.7
122 15.0 00.0 +15.0
123 40.0 00.0 +40.0
124 37.5 50.0 -12.5
125' 27.2 37.5 -10.3
126 30.7 21.4 +09.3
127 75.0 27:.7 +47.3
128 50.0 00.0 +50.0
129 00.0 15.0 -15.0
130 58.3 00.0 +58.3
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TABLE 2C

AcrIV)L7Y DIMENSION DATA

PERCENT OF ACiIVE BEHAVIOR TOWARDS PEERS

SubjeCt Percent Fall Percent Spring Difference

101 '50.0 95.2 +45.2
102 80.0 65.8 -14.2
103 58.3 56.2 -01.9
104 62.5 35.7
105 42.8 53.3 +10.5
106 100.0 70.0 -30.0
107 100.0 i 50.0 -50.0
108 88.8 86.9 -01.9
109 75.0 80.0 +05.0
110 20.0 68.7 +48.7
111 66.6 50.0 -16.6
112 78.5 83.3 +14,F
113 50.0 39.1 -10
114 60.0 (-- 83.3 +23.3
116 00.0 55.5 +55.5
117 88.8 83.3 -04.5
118 40.0 66.6 +26.6
119 50.0 50.0 00.0
120 50.0 00.0 -50.0
121 44.4, 16.6 -27.8
122 89.4 100.0 +10.6
124 62.5 50.0 -12.5
125 75.0 75.0 00.0
126 61.5 57.1 -04.4
127 75.0 77.7 +02.7
128 50.0 100.0 +50.0
129 87.5 85.0 -02.5
130 100.0 55.5 -45.5

.1
. , .

,c
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TAiLE 3C

ACTIVITY DIMENSION DATA

PERCENT OF ACTIVE BEHAVIOR TOWAMDS ADULTS

Subject Percent Fall Percent Spring Differenco
WOMI./NIWI A 100........11

101 00.0 22.7 +22.7

102 00.0 05.0 405.0

103. 50.0 50,0 00.0

104 20.0 07.1 -12.9

105 46.6 21.4 -25.2

106 20.0 33.3 +13.3

107 16.6 10.0 -06.6

103 22.2 05.5 -16.7

109 25.0 00.0 -25.0

1.10 41.1 27.2 -13.9

111 36 1 20.0 -16.3

112 21.8 50.0 +28.2

1.13 21.0 00.0 -21,0

114 43.7. 30.0 -13.7

116 14.2 66.6 +52.4

117 63.1 75.0 +11.9

118 25.0 22.6 -02.4

11.9 2j,.0 20.0 -05.0

120 20.0 25.0 +05.0

121. 27.2 26.9 -00.3

125 53.8 25.0 -28.8

126 38.3 50.0 411.7

127 55.5 70.0 +14.5

128 37.5 75.0 4-37.5

1.29 56.5 55.5 -01.0

1.30 53.8 56.2 02.4
7,2.



TABLE 4c,

AFF120T10nr, DI116 D7A,

PERCENT OY UEG',.T17E ADULTS

Subject Tercent Fall' Percent: S;:ring

60

101 20.0 11.3 03.7

102 16..6 T__ 15.0 +1.6

103 18.4 05.0 +12.4

104 20.Cr 21.4 -01.4

'105 00.0 00.0 00.0

106 20.0 33.3 -11.3

107 08.3 00.0

108 00.0 00.0 U0.0

109 00.6 00.0. 06.0

110 29.4 27.2 +02.2

111 06.2 00.0 03;2

112 ;'3.7 00.0

113 0:).0 +15.!

114 03.] 05.0 -01.9

116 00.0 00.0

117 26.5 12.5 413.8

118 12.5 02,.4 +10.1

119 12.5 00.9 +11.6

120 00.0 03.8 -05.8

121 36.3 23.0 +13.3

122 06.6 00.0 +06.6

123 25.0 125.0

124.. 1).0 00.0 F12.0

125 0/.6 50.0 .. -42.4

126 00.0 29.4 -29.4

127 00.0 13.3 -13.3

123 06.2 12.5

129, 02.1 00.0 +02.1

130 19.2 21.9 -r..7

66
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TABLE SC

TAY.: DnMillOr. DATA

17.11CINT OF 11121AVIOE IR 11:13447-VE MUM'

Subject' Percent Pall Percent Sprins DIfference

101 23.0. 19.2 +03.8
102 55.5 16.1 +39.4
103 16.6 15.9 +00.7
104 15.0 20.5 -05.5

105 06.4 09.0 -02.6

106 26.3 14.7 +11.6
107 10.0 06.8 +03.2
108 18.1 00.0 +18.1
.109 25.5 40.4 -3.4.9

110 42.8 54.5 -01.7
111 43.4 63.6 -20.2

112 05.0 00.0 +05.0
113 15.3 25.0 -09.7

114 07.6 09.0 -01.4

'11G 00.0 06.9 -06.9

117 09.6 07.6 -00.3

113 00.0 00.0 00.0

119 33.4 03.2 +35.2
120 23.9 00.0 +28.9
121 23.3 00.0 +23.8
122 15.3 08.3 +07.0
123 54.5 00.0 +54.5
124 07.6 00.0 +07.6
125 00.0 21.4 .21.4
126 00.0 09.0 -09.0
127 00.0 07.6 -07.t)

128 13.4 21.0 -07.L
129 00.0 00.0 00.0
130 36.3 23.0 -13.3

=11,1.11011 .0.1.0.M.1.111100.1.1MOM 111.1.06gimmilwArlimOwirdWeamm.,...IMAROMPARO

67



Preacademic
(2 classrooms)

Boys
Girls
Total

Discovery
(2 classrooms)

Boys
Girls
Total

,Cognative-
Discovery .

(7 classrooms)
Boys
Girls
Total

Enabler
(2 classrooms)

Boys
Girls
Total

APPENDIX D

FALL-SPRING COMPARISON: RATINGS
OF CHILDREN'S OVERALL PERFORMANCE

ACCORDING TO MODEL TYPES

62

FALL.

High Low Improved
Rating

SPRING

No change
in rating

Lower
rating

0 4 4(2 marginalt.) 0 0
3 1 1 2 1

3 5 5 2 1

0 4 4(1 marginal) 0 . 0
0 3 2(1 marginal) 1 0
0 , 7 6 1 0

6 8 8(1 m rginal) 6 0
6 8 3 5 1

12 16 21 7 0

1 3 3' 1
4;

0
0 2 0 2 0
1 5 3 3 0



APPENDIX E

DEFINITION OF THE TERMS SUPPORTIVE AND
NONSUPPORTIVE

SUPPORTIVE

1. Rewards, praises, compliments (compensates for
action or thought, commands, expresses personal regard).

2. Protects, reassures, assists (defends or shields
from ridicule, restores confidence, lends aid,
helps).

3. Affirms (asserts positively, confirms pupil's
comment or action--"OK" and'"allright" used
alone are considered clarification and not
support).

4. Uses huMor (the unexpected out of.context brings
with it surprise and comic relief).

5. Apologizes (admits mistake).

6. Reflects feelings (turns back or interprets
pupil's statement, often a type of direct quote-
reflecting pupil's answer to a question is con-
sidered clarification and not support, per se).

NONSUPFORTIVE

1. Ignores (takes no verbal action to pupil's request
and no other type of action).

2. Checks, contrasts, corrects (examines and tests,
sets one pupil against the other in order to
emphasize the difference).

3. Contradicts, criticizes (opposes or speaks against
or finds fault).

4. Shames,threatens, reprimands; uses sarcasm (discredits,
promises punishments, reproves or censures, and
uses caustic remarks, often expressing contempt).

5. Deprives, punishes (refuses and inflicts a penalty
for an offense).

NEUTRAL

1. Evidences neither support or nonsupport.
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APPENDIX F

SAMPLE CASE IT_CO-RD
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C;-.0 Sari
It. Tyler

ever the year 1.1v2 ben he hos beco-;. peer-oriented, lesF; withdrawn, a,-;d (:isrupt)ve. Fis earlier 110:1-
Conf:Cructivc bebevior5., ee:;i!;ned to 'am n the attention of teachersand peers, have bun to drop out:, !tow e;fortsto join the group, usually a-n?roachi- with seo re; :iv action;however, he aLe.e;jons his o.ffor.tr, after a slhort time anl esf,e.:esan onlooker role. Sall now see::;!: to 1;e :;-!ore adult centered, in adependent way, and frequ:'-:itly stands by a teacher, to herskirt, or touchini; her r.dfectionately.

In the clvr::room, Sa,1 ha pained sole confidence. Threnehoutthe year he ha bean able to 1;ive thc, "ril.ht" ana'iers, althenh
somet-im3s heitantly, an:! in a very sf.L voice. he Y(..11i.11!;
to the quer.-.Liehs ashed by th-.2 teacher with less lwsitancy, al-thouh he contiuues to r,ho;: embarraent when a!d,t2(1 to !:t;!:v] andrecite.

In Nneral, F.am m,nre respensiv to tlu total situetLen.
His (2.1T-centor,20ness a1:-.1 de:andiur have diminishee,
and he now maky:. ahortiv:.-attes tc imtenIct In adc:ition, henow e%prer.ses affectimn a amount tuard av,reat 'nal toward ;;ert (.;.ire cenfidence in himnelf
in all areas; his thumb end filv,cr sucin':', has co.:.;pletely
appeared.

Sam's mother feels that Fend Strl: has been very ..eod for Famin that: it, has helped him le;,rn to tall:, and tie ;:ot aio, Ultother hids. For r,onl is th;;e !am becee a well-l.ehaved ch:.1d, andshe feels ?lead t art is brinyinr, this about lie is very enthusi-
astic about 1:e.-ni (2;tart.1,rora.:Is in i.:nerril, and this prel,.rem in
particular, col.tf,aring the:3 and not iii how this stand,; out: abovethe others (better teachers, etc.), At Lir,Ins she has contactedauthorities to point out inadequacies in other prorams.

71-
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"5;00. r. Tylc.r

9:U5 -- into cla:::,roo.n. T. rnd T dis7
Co:; s h: ',:a nIC be r.va:Uhle fo7 ;- chat ch. can
stay ohly he:- I c.r to-.-.:;rrow, so e l'll talk
to hor

5. f :: 1..1:!.a thy avera;..,a i'o:,' i.. thj.s

11171t1,.t. ti .:ud

by
the e.i (;.hi le is to

I.

00'.:n at: el-:e o the ch.ldrent::
f0;., to hor OD

hol6s on to her f-f,r assho stays
awny o vory ion?, always

to by her, 1.told cu to hei, etc,

L. S. avoss;.v:_:. At one
wiIL .(.411t11: C.001., soys. ";:on't:

colvie:; to pl:y wit.;1 the (loor-until. j;uI 1 h oway
fro:1 it

In :reve-sal ;len it hrd for--0. and S. wasn't
in it he run to the .17:7ont ond pwsh into the
Li i tile chi Idren did acit resist: .. 'hen

this occurred,

On the plz!),,,;ronad in the ilorniny,, Si. joins iii the circle
for a is .n,,.-,ressive to..:ard the children en either side
of -hi 1:owever, lie do,:s stay in the Circle until the is

over

At lunch, S. is,rentless; he is out of his chair several
times.

On the playffound after lunch S. al;ain joins in a circle
game'. Then foils a train line, and as she starts to lead it
S. tries to sge:,c::e in i.:.1::!ediately behind T. 1:oover, the first

'..girl on allow it, so he pushes in behind her, 3rd in the
train. Anothr tire he refused to got in line because he
couldn't be first.

S. seems to be very verbal, speaking out el:early for what
he wants. In several instnces this-seod'to be attention,
either frorn an adult or fro7.1 peers.



Case "

Interv:ew with

Sc is four - will 1r .! fly,: on Ja::, Er.s hrot.her,

a sister, ap,o 3, (in ::.;(1. -.other if;

S. in very rctiv. very s'Ill!!:or:1 6151d. The pf-.;,,(hi;.trist

said th:the so will ),V N. t w;,y9 j

h i.Z.1 Z.: :Id don't let hi..a

(? ) :1.15 110)".":j co:01.r.H

(7'1 y I t.1R: 1:0:_"..;:; out :,(-)),-. t 11c:

h).ds in Coo noiT:n1..or;lov.:. ;,;(-tr, L::: he s
stubbevn.

lle !;t::rt. 1.-as stn there.. 'ioii

he act,,6 11:1 boc,11-- h.:, didn't ,..7;-;.,t to y,ry
told to wear.

(.:;!;,t. did s. do?) lie ,,:o.,11(1.n t.ror.110:zr: with th.., s;roup.' If!

blow on his, 1-:.-Huth. 1

) would sp1'.. him, or ......r*so to 1v_q; or sir in the C.Cyr:.".r

dOC: t ()\..' I) H.1., :i17012.1" LOC!
not to ,Thctor N i j5.Ui u 3411. :0,Y0

(nUI?) 110 t rAlt.
man - kdri hate. por..'nt.s. ;:y :,.other IC ur, al....! .1

really hated her. (::ote: TO v;othc,-;7,. a upuili.f.h-
tncnt" pun. %:as som?.thing away, putting him in his 101):0,
C )

(?) You need to spank a child to let them Imlo you're boss.

(Firs.?) S.- has a heart condition, then I was 2 months preg-
nant I fell off a chniI.. and.-brte his breast bone. The hone some-
times pushes on the tuba to hi. heart. Ulmn he runs a temperature
he goes into convulsions andHhas a heart attack. I've had him to
doctors'in,chicago, and here, and in :iississippi. The doctor in
Chicago told me to let him jusip, but to watch when his temperature
goes U. Another doctor told me S. shouldn't jump.

He's had 2 Kidney operations. His grandmother pets him too
much. I tell her to put him down cuz be '11 gems spoiled.

The doctor said he'd need phenobarbitol the rest: of his life.
(?) To hue: his te.:.:perat:Ure dw:n. sle(ms too much if I.

give it to him so I cut dewn 15:-van't given tiv for a mont:4..
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C;se Tylor
1.;:turvie %)i.Lit

sits (!o'.....1 nr_l. i. ottiot. If :-.a'clier toll: hi:t to do
he won't. Trouble i.f ve..! :;. cru pway

7.,..on if his Ior.rt: to 1-;!11 ouo.. cf
his chst. I wouldn't pet. he die but 11m. licq f.,orinn
pet

af;feco':) 'i"ne only to t him
to C70-.":'!:

11;,- yo.cr the'.1 this
t: ;:ot

he wa;., (-)3- 102k:rn.
o St:Iy iii th0 2 him

that

for f;.'1) S %:112.t: ho.
very it-;;;e: ;lc!' zt I vc ry coif: ..It- of: h f.
he (.1..(i,:;:c.: thr.t hi.,:t cud

but: \:;'.r, 110 .c;(loci If t-r\' he
won't do i

Cutythiuh 01;:e ahout oh:Jut it.
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Octoer 7, 1070 (1):0'1

{other brin:,.; S. into cl room. f

her, $)e shouts cro!,sly: "You up hc, Lo Leacher," .,

you get: cr:er here an,i Uri ." "You r.ct in your

seat." k'Gt-At your o: mouth." "::ow

have none of you'll your privilct.es t: :(t avay."

S. aiks .up h i tit Lc.

00(11 dn t ',rulers iiother. , "Cet back thcr(!."

1:ot1ler talks to Leacher for sc:ve-,-:, 1 minutes abont mahin

S. behave. Site ginneei ot !:ora ;;11..1

((i :05)

. A boy si ch...n on S. Is ch:Ar LI) pu::bip: S. out.

'of chair. S. doesn't. react to 11 boy.

Tcecher toll s :11,2 boy to out of. the c1i: ir. S. Is

mother Lel ls S. Lo sit up.

S. talks with it boy si tting at his table.. The boy
takes hold of S. 1:; arm, in a friendly r.lanner.

S. 's mother leaves the room, saying, "You' d better
be good, do you hear? Don't run ." As soon as she is out
the door, SI starts running around the room \Atli another
boy.

(12 :00)

AL lunch S. spill ed his milk. Ile didn' t seem upset -
just sat. and looked at: it. I \;as si at. the table vi th

him. and sug.ges Led that he f'0 c,ct SOY,-.e paper...tovel s lie

hesitated, as thoui ence.rtaiu Lo do. that, then
hnrried co? to :lip car--u hr, 1:
of Lowe ls ;.:/nd proce.eJ.:-d to spread Le'.c s on the ;:pilled

milk, then put. the vet towels in the. v..a1;tebasket Therc!

S still :.-i 1 k on the f I our, so S. wont to t::!! rc Tor:'

for t,.ore to.s.,.1 --1,1 ;7o1 o;.:..7.1is

78



Case "S"
Page 2

ing up.

S. sat down in his chair, crushed his paper milk Cep
in his hand, and said, "I don't want: any mil Held his
plastic fork under the table, br:,aking oil time prongs one
at a time. When only the handle. wilS left he held i.( U. and
grinned.

S. was very res t I es!; during 1,Anch. When I talked to
him he 1/Cw.id isually ans..,e, but most of what he said was
unintellis;ibic . Once 1.1. came over a .,.! hit S. He winced
and blinked his ever but die-.1t try t,./ hit her back. He

moved out of his seat. S. ate his hamburger, and ate ':Om'
corn with his fingers, When he'lird finished the hamburgers
he walked across the rem to aqk /the tA,Jcher for a fork; which

/

she gave him. de z,tefall :pis corn and dessert, eed threw the
empty-plates in the wastebaqk,:t.

While sitting at.S.'s tabl.. for lunch, I felt that he
was only minimally respou7ive mv efforts to interact, and
in a way, evasive. He gives the imoression of being uncer--
tain of himself, and hand;es this 'Dy bluffing, boa!,ting, or
"putting oh'' an act, E.G., at t_i!.1:2.!; handle:: his insccer:t'.
by being the clown - making faces or weird noi'ses to attla:t
the attention of his peers.

S. seems to he quite verbal, yet the majority of his
words are unintelFgible. Even in answering t'irect ques-
tions I was unable to understand most of what S. said. 1 11-1m

what I. could understand, some of S.'s anm;ers were "silly, '

or inappropriate.

9
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Case ''S

Ocicler 8, MCI 0:15)

S. comes in the door with his mother. He.'is dressed in a
fancy outfit ch includes a leather vest with long thoni,s
hin from it. his sl:oes are hri!,htly polished. As S. walks
away from his t:oLl:cr her eyes follow him; she sce4 proud of
his appearance, and glances around as thott:h she is look in', to
see if anybody notices him.

S. cotfs hack to his t...other. She scolds him harshly ahow(
his not 1:eepin his clothes neat. He puts his thu..-.,b in his--;
montrl, and his st)ther says loudly, "Look how ugly your-tht.w.b.
is."

(9

i.

S. walks In the middle of the room, stands l(1oldpi; :otiti.:1

1-i'i, at the other children. He sits down lit a table -h' hi:::scif,
thows his ms over the back of the chair and w,-:;7hohe ,.,c-

. tivity, which co:-,sists..pririly of clusters of kit!r. irl?:tolved..

in OMerent activities.

S. valk.s ovor to a table full, of children, leans on it,
and watches thea:.

Teacher tells S. to go back to his table. lie stands in
themiddie of the room looking confused. Puts his finger in
his iwuth.

Teacher to S. "Sit down."

S. sits down, puts thumb in his ,Mouth.

Children line up to go to bathroom,

S. .is at the head of the line cominF: back from the bath -
room. A boy pushes on S\., S. doesn't react. The boy its down
on the floor. S.,pnshos,.1him twice on thn,hend 125.:11 the pall of
his hand; the _boy iinoros him.. S. stretches out. on the floor im-
itating the boy, but immediately jumps up and goes to ,a cfiair.



11Case

cn1.(10 rott?

T. st:olps feet on floor, then hits her hands on her )ugs.
"Do it thu 'right wy."

S. co0.6sT.'s actions correctly. He pays close attention
Co the T.

T." "Who can show ne the rThht way?" (Same task) E. repeat's
it corrcetly, then S. does the

T.: "ow, ,asly.,rhail. Say it fast aZter

T. "S., don't play with the fringe. 6n your jacket."

T.: "S. say hasLetba11."

S. repeats it correctly.

S. is playini; with the frin:-,o on his 11 leather jacket; T.
his,jacl:et off. S. puts his hni..:!) in his moulh.

The group .prac ice:: saving "telovis ion" and " foothL II
doesn't particip::te - sits with thulob in hi in mouth.

S.

The techer.drops her papers. S. picks them up for her, then
puts thumb hack in mouth.

T. ''l'm gonna try to fool you. What sound is this?" (points
to on card)

S. is paying attention now, watches J., who gives "mmm" as
the answer.

S.: "No teacher, chat ,s not mmm."

T.: "All right, S." "What's this sound?"

S. responds correctly, th ) puts thu7;b in mouth.

r

U.

a.

Ft.

:

.1
.4
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f' 11*.Z,.1 tj'C n.
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corcctly, in
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3 : C

'1'ylur

tr. 11:,s c.:) 1

over i c `.; reIci

IC' T of four c r-
e-0i: (o.: 1 "

hi!. TO., nn:l. (An'
y C :*; ;;i

t ,

no; ri , It co..0)1 i it
u C;ly , ::: I -iv:, h F, ri.

7o-: :'w r.

ii.' ;;-:11 , "H , iL
up to ',11;! cy(nn:1).

- I '.1:e 1 o (t h rr.(1

I c(n.1::t
t ; 1 . . : . 1 1 , r

, : ,.

cott.:1; it;
ti:" into ,

the:1 T. d i :The c1;12;,

s 'put: r, tin; 20 i 1):, 0 Elr);1111 ac1:0;;S o`.-. i.-
vi.ous to c):-.1:c..): i e n

fiv;L S. rriaw:,e(.1 Livt Vik covrflctly, his
mother -,1z,...wed C2ho:1 loCt the cl:rrroo,-.1 r.fter
zii th. , ..!ie.:0(1 , but he i.i.,nored hor. She_ then
goo01,ye to'r:e,)

f pzdut in; Tuo's d y

S. wasy:' t the f i rri s:roup of f inter -p,9 i n tcr r r.tood
in the m1c;(!1 e of the his t in hi 5-,
very rejecte0... (1.hout. 2/3 of the ci in alic.;.-:6y
v.-IF;n1t che:en for 1st grC-uo quietly 1.:hc-.11 he unr
suppo!-ed to.

',lien he n2utrr,l.it :!
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I 5

( 7_):.)e:: y o tu- 7::,-.. .1..,. Ir. , .1'.:.. .:-. i f-.., y......1..) ::o . (oo ,.uct ;-. ....c..:r

\. 1.!.-1.......1....?) ::o. ( oni :: you :. '.....,.,. -..c. ur : -..-..-...! t o h',. ,...,.-'. 1:'.. - ....,.......'..)

. (-7bui.c: :: ::... 7 ;:..2 ',.' 7.,.-... r.ncl :.....:.: .....,...,...,7 ::ts.: , ...,. : ) 7.',...:-... (...: ...

I your tt-:.-c.;!.:::: ic,,. yol.:".' 1 .. , (.;c, :.,......, 1,........ :..-:.c.). t .. z.cl...-r?).
(..11r2..1 oc!: :Y.,... t c; c..to-:. ::.,... ,ou o. ., ..:-)" 1,:!::. ) ......:(.1I

):":r:;. 0.5 .t.q t.'.1:-.t..?) :sot:hcr .,:, ...,- 1 on,!;ou 1:y ::1;.':..c1.,- , ....-0,...

,....,itu t-..c.c t'enc:,;.,-;.- (:: 1 ct ,-.t: ..;.:t to.

'Ill :.11oj tii r S. co.:: on
with :. ; . ho.!: c..;

nod of r ();;;:
I

C 0 Y: o?) cu.

yoo, c10 yen:.

n 1,et ,1 the
you co f )

:'r.
(!%1-0 1

, .; . , ),"

2,1y 1».o t:11 d t o you r,: )
/) s t. cio you 1 ?)

Piasel;:11. 1. .nd co.)* t: opus . uith 2.-61.!?)7 'crot.17:r
\'017 t ) o. (7 yc-tIr ho

her.c.; do. v.0 1:t. to do _the very
nu.

1:e (S. 1) loc....cc', ;It S
pat- t: fc:c i 1 i;teci uor
Whorl 110 Spec i I L't to say .
of his x:orcis ;.-.1111 part u;1 nto 1. Ii t

st:vucNncfd q i on fr..c. 1 . ) t : 1 in t: lie I .
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:`!-T.

1.11 1.',"-?k!1) I '.1 ".;

. s i ro! .

on, Ca.i.ch at.

:_ .

n ('1

1 t:o t

r:1:(.1 t:1:. ix, 11(1.
rt c'11 t t

:yt

.1

n ' .1 a i.ts fcr in rtite , tln or:
at it ; r 1 " : . ,

I 0

r, Cr to ;! P.:, LC, CI1C, !.

Sivor,,1 re. '.j.-,I1`.C.`rl:C1 ;:i !:t;111(1.
to 1',. 1 1..2: . tc, ;;1.1.;.1(,;

F110, })i. <:}11.1' round
dcydo F.1)1c:e, ei the

0: r)

11)on teacher ":;ow sit ni ce , evc!rOody." S is ritting (Ho L ly
obi. iv i otu; to Lhre o other.s who aro ta I ter.e ter at th0: ta.b le .

10:10 -

T: "ao studied n%o 1]om2 7" S.. holds up hand. (Al] hut X. have
stud ied ) 1 ookinr, hrenh file for S. suel:ing on hi s
f , into npace . (Others glaneilv, around room ii, Yatci:o!;

teacher )

"Lnc,1; at thin sound '.:1(1;.!s a in her hoo Ch i 1 dren rC-
r!cit th..? rot...} S , I in;:or i n :louth , tho !xund
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"F"
Fol:ro7,y7,

11.);1'l iteadin- Class (coat.)

n. Tyler

. csn

a:.swers (!n..stions, S.

t .1!0 j.011

t C ri i a C a nut. vci'v
c:,i - :.;1,..!: e(.1 hi.

to :onnd tho Ina l-,,:acher (10;..s.;11I !:ay

asything tc

1 1.66_7: t. ic Cl_

r.11 oh fl ce.,,at to lou!,..c:. a h:ad, ccant-.s,

bnt :". i

C. y LI y a. I. ki no
hest-Mity

cli t 1.sy h 1. ,

L. 7., (1 r. iii n Vo7;

o . 1 y t

CI.:.-:; r. (.1.Q r i

;01 1-oohs, S. is sittia':, r.t a tableYilll ju:tps up styl-

tir2nly and ma:. o\-7 to :.,ys soL!ihing to a b:..,y; th.,nt

ruas over to another tshic, say:, a. chia toa bitc;: to
his table, sits a1' on.t6 the boys at his
table. One :;ets up; S. hi:) to naothor tahte. The ho, 'sits
and joins in the activity; F. -triads \

1%. asks S, to help put spoons on the tail c:. lb pays no attention
to \That he is doing puts (),t spoon on a tchle, than vanders to another
table and places i spool or two, etx.,

Whenttic children go to thc! bathroo:1, S. iS the lirat: one
Ile runs to his 500t and sits

One girl is sitting alone at a table. She calls to S. to coa sit
with her uhich he does. ..Oa hO] 0 i.r1 joins the ..T. Ti'. cly start tradin

nony. ashill, hot -sha one of .

h;:r to 1-* :..t a hi.11. al I',-, she

ona. S. to ant fra...1 F.), :ho':;

bill, saying ts.n:-hig, an',! rctris to his Scat. ;len the gir]. hr ins a

U o stc_s
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Ju:le. 9, 1971

v

1.1 :55

Tyl en

i'l o (IVY. 7- t 1.! 4, : I

( . .! 1 r.!., in n ot..1
hard to it
''let t.o on tho

;hric fJ y, :t.;.17.1(1 7,, 7-

ch..1.(Irett are eil..ltr.1 f.ey 1.xetc:'!.
t- , . (7.1' ,

i in rein ;t(' (!(..1.f:,1(1 ;:,(' ). 't;';.:)::)

1.11(.?11 r 1():11 t1,2 t. (10'..-.1 at the 1 a?.1e
1.1:;: L :1 Er 3.tn'icfn , 5; i.s dri;;-

rnptivc. at. tall': 0.. He our hi.!z y ,
I ; ,t

to z H: hi.
%.) 1.t11.1 I C;Art 1.1:,.1.."2':"!,.!:[tr.'; 1 ',A.! -1,-.

-..1,;('n
to pet, t tf,

t _.,,,:. j n
I o :; t 1.:1

pot hi.-; ('
of. 1.1y 3 of: hi f; !JOY n I unch

I. pi.' 1 I. ii n at. enti(7n,

t

S 01r. have 01 S j r. i t a ta.'.:1.p. ...hoys and
F,i.r1 5.n ra turn for'. te:tin:' l'o)y no>: t tr. bi:.1 on

the facc'... op it The hay (Ices. bo:;a are
toi-.7,ethe r,. net: a part of tite conveiya L I on.

rech child L a test: on ch he i:: to coin,
at. the co:vle s tib.,.! f

v:11 id) a, re (:OrrnCt.ly CUied A 1: Ley c.i.t .; To ietly.

1:33

I sr., s halt thr.7 table . f.;et
con,3!-, ov,r r;_;.(1 hor.

1?e. stop:: hac', to hi ::e
-119
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raF,

Ine 1), 1571

- - 3rd, .;;

2.5

1". 'Tyler

lo
1 (.11 i 1.0.T1 !!.*:11.C.Qi tr)
IC I (1 12 .; 1..C.t (Hi 1. .!

1:I:'-)e 10; 1(171

-

2:'

i 1: :d ere
jkl .,,;1:er are cli'i..1,;11r, trce.

S. ,..*::L!!

it::t to L.!.
: 1,s, 1 1(1; -1;

-S YJ hs ever to t ur..t., bey:: c 1 i o boy (i
groI:4C-, and ',-;rz..1):: ii fro: 1 e brie fly, an:.:

of 1:c if: 1o01:.i ;:e,over the fence '1.:.'y re::: Ye:- runs
then to Icr.ce cad u.)-1.!:

10:53

S. ovor t0-...,C.! and sl);1'.:s vie a be piclzed
cha t 'i Lb hi.:, brie fly', 'bet c.nn urdc.!rs ..1- a t he snyt:.

10:57

up. I

Visiting or gnni a circle All e HI S. c ;1(1 D. join
in c i.rc le hey t cis, from f; i (10 s

92



"S"

:1 -3)-ti V i!;4, t

1.1 61

sL.H. at. ILI!. 1).
1.;

23

',..oes t o 1 au.1 11.1;!s arc,o1r1. i ho 1 o...st ,;:ores
t o I 1-1 1,O; ;11

;$ ..I; 1 C.20 :1

.:1.0;.,i!', I 0; 1.1: 1 i 11 111:1(. 1 I

nt tnble S. 11.: 1-t!.
t 1 ;!1.r:!ct o :1;:it

o ;,; ,t h.? Ci!.--rn.; 1:c0;,
C

Aft er lunch ro:.! rear
her ot,e1- 1i1 yCk11.1.-,. au..1t.t.

!CI puts Iri s antis around

,:hen :chi 1:"ron rest :A ln1;les,, I don't .;L. table tl; S.
as -1 did ye!;to...-d.-ty. yr.;:la:,.. be is 1.e:;s ciisruprive t!ie rest

i (Ns; .

June 1.1, 1971

Third 11a., --3rd Visit

9 :M-10 .00

Free play for children, Teachers sit tint; in a cluster talking
lni1;.hing. S. nod another t: in a 1. i.1 ;ht over a long block.

S. holds his in a ugtno:." S::'4.111: until the other boy gots hold of
the block, am: holds it over S throzite:y; iv, to
doeFI: t eye or 1:);c1... up an inch; the other boy bacts up and

tilt'

. , '
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czff:e "1,"

.11, 1971

i

th ff.'. pls:y

1.0 V

5:t.Z1:!f: ;!(.hOr

VC' Vy

:.

:r:. otl:er to

h: 2:1d CH7' ; C.(`r
1!:- ! f.'

;11.)c),,st. 1 -;-!:1: -..;;1...c'!5-.1 ;or
'.!, hor

.;15,1; t h- r.o)- rvo;
zmot:11-i- i.!:
o.:er 0

10?;;

s 5 1;- , ;.0 1,.1:11. i t ic

d.c.yr, of O.o d7(1 5././.c.
;)!!! (n-.1 t.hjr

a !:
. t ht.

r

, 1:. f!. 7) ITC'., drc:t- 11c, t rcad
soi.a .And
ha r.t-;ir,ts. to thiu;;: iu pap,-!r, I.FIrc!'s a 1.':an.'"

C:.eztilh?) ''h (! had chi c.:.?, r.oy. `Tor 2 wacks., Thcn- 3 dc.yF hrs. had
P and 3 had a cold. In he 1v.,0 a
bend:, opyr;:ti purl !:.11: You
havi to Ow., crodit, ho rcally 5;c71001..

1- hllahos Co 12:.c.. to tha o.;?ital for .11ot.har ortrz-ttion,
hut Ito plays lik,o ;,(`-:r!lal. child now, hacriu,;c don't; r:_t:
mother wants to ;-cl. cuz ;la's hilt 1. tc11.
Of. 'that., So don Itwr.nta ,,;(2L: dirLy 5 O alt tcy' school `-'ha putr, nil old

.,,,c1t.n dirty. ;',ut Lc (lon.'C Yo-,,tta 1:,(2C. his Tfc!tty school
clothcs

9'1

I



ca:,e "s"

:.une 11, 19/1

Tn1.7r0e...7 (cont.)
.

° ;3: c:d110012)- hick neighhorhosd , Or hi s
brother in Eo ital.: Or he

.)
.

by 1 that.
crav ebony irf:tr. i.n tne
'he %.;.-.!1.(2s ;51.1d

C

S. '!: opo'r;:tion, sayingthat s.o k-(1
. ;

ery 11;ao..1. 1;i)th i7oys hnd.1......en in the hospitel..T1..'.thcf sa:l

for hernia she r..;:id nothirw, bit spend"
iny, any t th the 01.001: boy. ..

hod her last and
toz-1:z1:(;): C1.'17;21:fr(F11 1.t.I Of: `.,*0 ILI:L3 hos pi tp.1.,.

protee.;::: the:n I S. -just
(the others, even 1:7.t }1 1:is heart.

O

hom.:?) Koh1e :7: tr.!:c. all s.:::nt the 5 ,:;.:.

one,- So lant: yiot vev...:nal , but in dil:ferent
Colors, but. S. will 1.-1171. lrother-har., !.e;n::.thin, he..,doesn't

s rt . 11 or. S 1; i toy: . T. only
, let them pl:ly win ore at t a.n:l he al,wa,,.!: pruts
don't likc then' with electric to-::::;:unlcfts I'm hero. P Mrs. L.
describes .1!:.,;;3. the inc...:ont. in hcarca-...ht the bed on
She then titlis detail the pill

ng that she ,....hippec: 'S. hard for bein.,:,kflgtupid,ls not for takini;

the pills. said that once S. as1:12(1 A switch, not the belt.
.

'tut I'm E.00d to the:no I buy candy- (..4,..;1, popsicle.a fox: them every.

weekend. 3: don't let the:-.1 run areUnd, 1 LO ni4;ht: school
6 to 10, T tell the .5:ittor not to let t4.1:e!.1\out of. the housc. They ci.n.

have all they tO and they c:in go \get it popsicle from the
refrigerator, but they_can t. go Out

. .

(S. developing'way you ent?) she vorrles about'
Sets .head because he fell so much, but the. doctor. has said that S. is
perfecUy norin.2.1... ask the doctor. over and over why :l.'s so- snail
but his .head's so. big, and the doctor tells he to cut Out the lorry-
ing-- that S s Okay.

(S. learning; ?) "He's doing very good. The teacher fills :le. in
oh how he's (login They te'st him end' he does pretty good.'' Mrs. L.
said that the teacher asks her if Ole goes over his takerhomes,- and
she said she .(11.(tn't hove to 'because S.'s older brother has the sazr.,.

95.
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I ta

O

.1yler

.

'. . .

'I
1- t)'..; r (cont ) 4

)
on.-4s i:, JoIle-'.,-:-.rouz:: (iaplication was ti'.v.L thcf L O hog!, do them
toz.r.:i:.!:'..'!").

.tove:; school. `.711e Tale hdfore
h4,1 and

.:!;;.011:r... v;asn't
to st::

. id tfr.is.'.: espiri.:1 for r.e.
1:,ott:.nz, hurt.,

that 0

F.11, de2.5ni't. tan
1 :3:. :1)pcs.. r, cfn: d . ),

.

26.

cjv:. 1, 1t.:1 love it --I tho}00 had it for
rly-oltl:.r.:7 : T':1 Zor it ."

. .

(In :,..0.. ways 1.-oul.1! you (.7. Co 1;c;:ircerc:ht:?)
(;!Cu,. the v.ra.lulkon,, which

; Cut.: S. Ci*::-.torf: 1 Clie past e;:ch Cy.nter
i and thi?- ;*1:!:. witil all. Con:-.r..rsit

too f".". c:V6.-1S to to the.

.

tel se you ehan7.0?) The food rrei;rarl. For 0::anple,
.even:: or. eaL coo;:eet, it c.:: at.:ful ".:hen ny datr,h,

, ;ter 111.1 her lunch 'or .come-hon,1 for a hot'luncn
thc! school lunch' 1,s no good

(Teachers at S.?) "They!ra beautiful. They et.he with
, the kids ah0 Th:.-!y listvn to the 1:ids, givp the7.1 more free,

do;3 .Fhe only :..11in:; ::zite is I;ty.deti,;hter ca ;:'t ;:o- there.. This
conLer iz'sbettcr orT,cnizad than most Centers, and
the- teaclif.9. tczethet."

(! :hat isf;thel 117.;in tailing S. has 3otten from H. S.?) "He knows
how to talk, 1;e uFed to mtrIble with his thwah in his/mouth. lie's

'gro....,n up and becomf. a 1,.0y. :.:e knows how to get slon3 kids--he
tended to hi: shy, but lic:'s:rown u:). and asks qu.,.).stions." :!rs. L.
said that ,:hon 5. is 7.rFnc.3da; died recently S. r.Si.ed ifa his grand-
daddy hitCi ,,,;orte to heaven. And when he vrew'ed the bbdy lie es::.ed it
lot of questions.

. .
"S. notices everything. /Ltd he helps in the cooking. He 'does

his tai-.c -home first, then civ.7,s tfle Nfastebasket
,



June 11, 1971
I

Jintervie.w (cone

. .

B. Tyler

1
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1.1.rs0 T,. said 'she hafi tsaw,ht: her ehi.1drca 1:o yni,t Lhei. clean
clothe.; a cert:r.in pl..--.eo end tile,in: d:...,rty cl.ot.11,....;.; annther 11:.ce.. SItc.,..
ras.id ;lie. l'A.mir,ilnd %',,, ::: O i! t2cr.:1:., beeatme, he die'.'.11ti mut 14i .... qrv.y
WC!: :11 ).C: ;.1' V';:13 :;11p1::";,,e4 to ,i...,o . 1-11c net:loci ths.,.tio. no.c.41r, ;,:yeo1
good 1;:111.i.;:ill.f.:; onc.e a year. ' .

ln :,;37:10 jr. has''very 51:oold.
be hanulc!d,, and .doc...s exert. a .gret:t (jeal. of control ove:r .16 1i;
ptinisked ;:c.-/o.).(21.,, 11e. cloe.r.11 t tho' .pre:::e1;i1).es for
him. -It vcr,.; her that S. no.hieves r.ciaoolo
that he (`onforTlp to the 'pattern of a ,t;eii.-bolloved-, 1:c.;.11-a.c) justed

111
)

a

S7 ,

A

o
7

4*

A

t
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